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Individualized Instruction
- . 2] .
And The Rhythmic
. . _
~ Claims of Freedom
' ~® @ .
And Discipline!
B Lee Brown
Ralph Tyler (1950) suggests that educational goals be sifted
through two screens—the screens of psychology and philosophy. And
although individualized instruction does not seem to be an educational
goal, it is generally justified in terms of learning outcomes. That is, cer-
tain behavioral changes are supposed to take place as a result of a
program's being individualized; therefore, it seems most pertinent that

" INDIVIDUALIZED INSTRUCTION, which has already passed

through the screen of psychology, be put to the test of philosophy. And
this will be the business of the next few pages.

Specifically 1 have chosen the educational philosophy of Alfred
North Whitehead to function as that screen, Few figures bridge the two
cultures so magnificently—mathematician, logician, educator, ad-
ministrator and defender of the arts.

I propose to begin by assigning some specific characteristics to the
substance of our program betore I submit it to the screen. L am concerned
here about one particular kind of individualized program which may be
more easily identified by the schemata in Figure 1. (See next pago)

The Tappan Zee program, less affectionately known as ““The
System,” ironically enough, attempts todo just that--provide a rational
base, or system, to the school's educational effort. Other discriptors
which aren’t necessarily obvious but are implied by the diagram are
behavioral objectives, mastery learning, continuous progress, and
learning activity packages. Other less crucial attributes are Resource
Centers, open registration, flexible scheduling, and variable staffing.
And thete Is more—work-study, independent study, an extended school
year, open campus—the list goes on like a bibliography of Dwight Allen
training films.

‘These ate of course the terms and concepts of contemporaty in-
dividualized instruction; however, the task at hand requires that we use
Professor Whitehead's definitions and constructs, The screen deter-
mines the shape, size, and texture of that which will pass through it.

In "“The Rhythmic Claims of Freedom and Discipline,’ the con-
struct begun earlier in “Aims of Education” is elaborated and developed.

2 THE ENGLISH RECORD
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Fhiee of ity postulates scem 1o have special implications lor in- i

EDUCATIONAL
PROGRAMS

PERFORMANCE-BASED  ~FREE"

LINEAR BRANCHING
OR ELECTIVE

SINGLE
LEARNING
STYLE

Figure 1. A branching tee diagram for learning programs.

The first postulate states that the process of education is divided
into three major periods—"The Stages of Romance, Precision” and -
Generalization, These stages, like other stuges of growth, are not discrete
but are evolutionary==1I the first branches of the tree die, the whole tree

dies,

The Stage of Romance is dominated by an insistent curiosity which
requires the freedom to explore. In the learning of language, this stage
generally begins in infuncy and extends into elementary school. ‘The
Stage of Romance is crucial because it supplies the bedrock of interest
and meaningfulness upon which the behawviors and expec tations of the
Later stages are predicated. 1tis the teacher's task to " provent the dryrot of
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inert ideas * by keeping this Romance alive during all of the stages of
learning, The individualizing weacher in an elective program seems to
have some special advantages toward this end; however, the concept of
“hehavioral objectives’ seems to present some special difficulties,

Whitchead's discussion of "inert ideas™ will tend to make any
behaviorist slightly uncomfortable. The behavioral objective, inspite of
the fact that it represents a dynamic competency, too often lies passively
on the unit record sheet. The Learning Activity Package reflects the
behaviorist's prescription for learning success. ‘This approach implies
the casy, “small-bite-at-a-time"" path to success and presumes as ax-
fomatic the notion that all subjects can be learned in this way. Perhaps
subjects can, but will competencies acquired through safe, low-
frustration methods maintain the Romance and sustain the excitement
that more spontaneous and risky encounters with learning provide?

The second stage, the Stage of Precision, is characterized by
mastery—"knowing the subject exactly, and for retaining in the
memory its salient features (p. 34)."" This stage usually occurs during
grades 4 through 10. The Stge of Precision requires some special ex-
planation if mis-interpretation is to be avoided. The desire for Precision
is the natural offspring of the Stage of Romance. If Romancedies, Preci-
sion becomes a “bastard'* in every sense of the word. Far too often, even
in our individualized program, the erring teacher tends to make the dis-
cipline an end rather than the means to more “intimate” freedom that it
should properly become.

The third stage Whitehead calls the Stage of Generalization. For
the English disciplines, begun early, this period should be in full sway
by the end of the child's high school experience. During the Stage of
Generalization interests and skills combine with immediate experience
to bring the . . .. T

“individual wward a comprehension of the art of life; and by the art of life 1
(Whitehead) mean the most complete achievetnent of varied activity expressing the
potentialities of that living creature in the face of ity actal environment (p. 39)."

At this point, the learner should be able to achieve an “understand-
ing of an insistent present’’—*‘an understanding of the stream of events
which pass through his life, which is his life.”” But again how many
behaviotal objectives—most of which are nearly packaged products of
the curriculum reform movement—carry the power to provide this kind
of understanding? Given Whitehead's definition that *‘Education is the
acquisition of the artof the utilization of knowledge,” we need to ask if
we have opened up the school enough. If the teacher is to help weave the
seamjess coat, he must give the student more than a collection of threads.
He must, as Whitehead puts it, “make the pupil see the woods by means
of the trees.”" 'The success of the individualized program is predicated
upon the ability of the teacher to understand how each child sees educa-
“jon as an immediate force in his life~~an understanding which exists

- only sporadically and somewhat amateurishly in the best of cir-

cumstances.
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The second postulate states that the "two principles, freedom and
discipline are notantagonists but should be so adjusted in the child's life
that they correspond to a natural sway. , ,of the developing personalit
(p. 30)." Since the “developing personality" is a unique commodity, it
would seem reasonable that only those instructional techniques which
are accommodating to this kind of growth would be considered as being
supportive of the process of education. This too sounds like the province
of individualized instruction.

S

A.N. Whitehead clearly repeats that the “"development of the whole
personality must be attended to.” At this point, it is reasonable to in-
quire how we as teachers of English have gone about this business. My
frank reply would be that we have barely begun. The “"developing per-
sonality” of the child continues to be an "“untouchable’ in the field of
education in spite of a veritable plethora of small group interaction
techniques, transactional analysis, and Whitehead's intimation that it is
the matter that determines whether we succeed or fail as educators,

In some ways the traditional teacher had an edge in the area of in-
volvement with the total personality. The schoolmarm of the Post-
Victorian era was a direct assault on the developing personality. Her
cold penetrating look, her vicious sarcastic tongue, and breastbeating
morality told students they were dealing with a formidable critic of the
entire process of growing up. In short, she was a dragon to be slain—a
rite of passage to a personal life of the mind; and, in this way, she
dramatically participated in the personality growth of a particulat kind
of student. Unfortunately for most, the dragon usually won,

The suburbanite teacher seems to find participation a bit more dif-
ficult. In the early days of our program troublesome epithets like
“learning facilitator” and "'resource person’ seemed to imply that one
hid his personality under a bushel. For some, the new program implied
“non-directive’ behavior. Other teachers openly referred to themselves
as being “dethroned"” and glared silently ac their students as if they were
so many rebel peasants.

Some opponents of individualized learning even developed self-
defeating strategies such as handing out Learning Activity Packages and
telling their pupils to work quietly while they sat behind their desks and
waited for the inevitable frustration and failure. :

As the program developed and ties loosened and jackets gave way to
sweatets, new patterns of informality seemed to evolve; however, only
spotadically has this new informality translated itself into
teacher/learner relationships which truly do attend to the total per-
sonality of the learner. Commuting teachers, 100% bussing of students,
the suburban cultural milieu all seem to prevail against the occurence of
this kind of involvement; and, more often than not, it seems to me that
neither side wants it,

Schools seem to have little use for the total personality, What
schools measure are the results of teaching for precision. 'T'hese results,

WINTER, 1974 | 8




whichare in New York the PEP Testscores, SA'T scores, Regents scores,
rarely are connected ina primary way to the intellectual life of the

“learner; they are at best secondary reinforcers evoking visceral responses
t ;grti[i('iul expetiences.

CThe third postulate deals with the role of the teacher. Whitehead

states:

It s tor ham ohie wacher 1o elica the enthustasm by resonance trom' his own per-
sotahts, and o ceate the envitonment ot o larget knowledge and a finmer purpose,
He is there o avord the waste. L op. 390,

'his somewhat grand role description is restrained, however, by a
more modest companion statement; '

But on all vour ceachen) stmulation and guidanee, the creative impulse wward
wiowth come lom withun and is intensely characteristic of the individual (p. 39).

Let us examine more closely the teaching skills implied by this role.
First of all. he must be able to select the appropriate learning environ-
ment for the “child's stage of growth and it must be adopted to in-
dividual needs.” This environment must, as Whitehead says, “answer
the call to life within the child.” A second competency is the ability to
“discover in practice that exact balance between freedom and discipline
which will give the greatest rate of progress over the things to beknown
(p. 35)."

1 think each competency is, in part at least, an art, but art requires
nurture. Both material and policy are required to give the teacher a
reasonable chance of finding that balance.

Flexible scheduling, open registration, learning activity packages
form part of the means of providing that support and hundreds of
thousands of dollars have been expended in the past few years to provide
that support. However, spending money on in-service education and
voting in policies cannot guarantee the success of an artistic endeavor
for. as Whitehead notes, there "'is no abstract formula which will give in-
formation applicable to all subjects, toall types of pupils, or to each in-
dividual pupil, except indeed the formula of rhythmic sway (p. 35)." 1

suggest individualized instruction offers no abstract formula but does

“otfer new opportunities to discover each child’s thythmic sway.

In summary, after all of the screening is finished, what are the
results? Now let us exathine our siftings. In the deposit it is possible to
detect some good education—the discipline of the mastery learning, the
trecdom of the student to choose his teacher, the responsibility for
selecting courses, and high moments during personalized study projects
when the “mastery of knowledge (becomes) the most intimate freedom
attainable (p. 30)."" And most important, during the 30% of the day when
both teacher and learner are unscheduled, student and learners
sometimes do find each other and the “rhythmic sway"; at this point,
wisdom begins o happen and education becomes the noblest of
professions.

6 | THE ENGLISH RECORD




In the residue, wetindan uneven mixtare of coarse gravel and fool's
gold—we find organizational clumsiness, educational practices valued
more than education and all of the old evils which have plagued-man
since the struggle begitn,—

In the mix, we observe a number of uninvited concomitants to the
practice of individualized instruction. Individualized instruction is con-
troversial; the teacher had to become political, Individualized instruc-
tion is expensive; the administrator had to be armed with improved
scores, to defend it. Individualized instruction generates an endless wave
of details; a monumental paper shuffling effort was requited to manage
these details. Individualized instruction is infinitely demanding in
terms of planning for learning styles, interests and capabilities: the
teacher must constantly struggle to find the point at which he stops
planning on the basis of identified needs and shifts to a more general
reliance on the strength of his own intellectual interests and habits.

And at last we have the conclusion that the philosophy of A, N.
Whitehead makes a fine screen. But was the screen too finer 1 think not.
We are in an era when universal ineptitude is justified in the name of
personal freedom and the .technology of education threatens to
overwhelm us with complex practices that are nice in their sophistica-
tion but hollow in substance. Whitehead warned, *', . . when ideals have
sunk to the level of practice, the result is stagnation (p. 29)."
Watergate, the cult of nostalgia, the energy crisis, the success of William
Peter Blatty all seem to testify to a moral ‘spiritual paralysis that pales
Joyce's Dublin by comparison. It seems reasonable that the old educa-
tion take a large share of the blame for this condition. The new educa- -
tion, for which individualized instruction has become the rallying cty,
must learn from the indiscretions of the past and invite the philosopher
to return to his proper place at the heart of the educational process.

Tappan Zee High School
Orangeburg, New York

AN Whaehead, Hhe Rhvthone Chanos ol Freewom and Discipline  [n The Aims of Educaton and Other Essays.
New Yerkh Lhe Macullan Company. 1429 By 29.101,
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Interdisciplinary Approaches
to Teaching Poetry
to the Elementary
School Child

Carole Marks Schulkind

The interdisciplinary approach to teaching poetry, which com-
bines poetry with other learning experiences, is a valuable tool for
- enhancing the child's intellectual and creative growth. The outcome is
remarkably productive, involving both the SELF, that uniqueness
which binds and separates us as human beings, and linguistic dis-
cipline. At the same time, it intensifies the child’s perceptual awareness,
utilizes many language skills, and is a strong motivational force in fac-
tual retention.

In order to apply specific interdisciplinary approaches to teaching
poetry which encompass other subjects like Science, Math, Social
Studies, Art, and Music, it is first necessary to achieve a successful initial
exposure, and to incorporate the techniques of poetics.

Initial exposure is a broad category which includes examples, key
words, sounds, reading, timing, facilitation, and the atmosphere in the
classroom. :

Holograms of manuscripts, which illustrate both original and
finished poems and show how a poem is made to work, are excellent ex-
amples fo: purposes of initial exposure. A display of these, which may be
obtained from standard poetry anthologies such as An Introduction to
Literature, by Barnet, Berman, and Burto,' encourages students to save
their original and improved versions like “‘real’ poets.

After seeing such examples, the key words of the poems should be
discussed. The key words within a poem relate to the child's own ex-
perience, unlock feelings, and establish rapport between the child and
the poem. Kenneth Koch uses-such keys when he talks about “secret”’
and "mystery.”? Sylvia Ashton-Warner uses love, hate, fear, and sex
words to vpen the passage which leads from the child’s inner image to
the written word.?

Poetry's keys also have strong ties with the poem’s sound, that
which initially creates appeal for the child. Without eliciting immediate
understanding, the teacher should read aloud, emphasizing whatever
repetition there is in the poem. If the instructor reads well, the beauty
and timbre of the words, and a discussion of what they make the child
think of, will serve as motivation for deeper exploration.

8 1 THE ENGLISH RECORD




A sensitive, dramatic reading and discussion ot William
Wordsworth's “Strange Fits of Passion Have I Known,"" for example,
could fulfill the emphasis on key words and sound at the same time;

Strange fivs of passion have I known:
And I will dare to well,

But in the lover + ear alone,

What once to me befell.

When she I loved looked every day
Fresh as a rose in June,

I to her cottage bent my way,
Beneath an evening-moon.

Upon the moon | fixed my eye,

. All over the wide lea; _
With quickening pace my horse drew nigh
‘Those paths so dear to me.

And now we reached the orchard-plot;
And, as we climbed the hill,

The sinking moon to Lucy's cot
Came near, and nearer still.

In one of thos. sweet dreams I slept,
Kind Nature's geutlest boon!

And all the while niy eyes I kept
On the descending moon.

My horse moved on; hoof after hool
He raised, and never stopped:

When down behind the cottage roof,
At once, the bright moon dropped.

What fond and wayward thoughts will slide
Into a lover's head!

“O mercy!"' to myself 1 cried,

“If Lucy should be dead!"?

LR INT]

Note the keys: *'strange,"” "passion,” *'near,” “'dreams," "'dead,” and the
hesitant, closed, lonely sounds in lines like those in stanza four, "and
NOWe = esssnass nearet still.” ‘This poem touches both the adult's and the
child's sensitivity to the queer combinations of love and dread which
haunt us as humans.

Listening to the human voice reading poetry is an impetus to
poetry study which could be provided by a poetry hour, with the teacher
and. or the children reading, or by listening to records. Records of John
Ciardi or Robert Frost reading their poems will give a single poetry ses-
sion or an entire unit a fine start, as will old ballads or songs from
Shakespeare sung by Richard Dyer-Bennett. The teacher who makes an
effort to read poetry without inhibition and to be dramatic will be much
rewarded by class response. When reading Poe's ' “The Raven,” for exam-
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ple, atmosphere can be areated by wrning out the lights, drawing the
shades, and lighting a candle. Additionally, the children should be en-
couraged to plan a similar poetry wadmg with their favorite poems,
perhaps taping or videotaping the sessions for future enjoyment or for
other classes.

Timing is a crucial factor ina good ini:ial exposure. Poetry instruc-
tion must be timed to the attention span, bu. not without the teacher's
awareness that in poetry as well as in everything else, the attention span
equals the interest. Writing can follow reading fairly quickly, but the
teacher should make sure the children understand before they write,
Testing verbally and according 1o ability by asking for opics, lines,
words, or writing a group poem will indicate readiness and facilitate
timing. Rushing thechildren should be avoided, butso should allowing
the project to become stale. 'I'be fuster children should be encouraged to
wiite two or three poems if they wish. To encourage optimum creativis
ty, all of the children should be convinced that the choice of method and
pace is up to the individual.

Good initial exposure also requires the presence of the teacher as
facilitator. Giving help when asked, keeping a pleasant atmosphere, and
woiding lecture or imposition will aid inspiration and encourage the
child to communicate from the sense of SELF when discussing and
writing poetry. The instructor's attitude in the introductory stage of
teaching poetry, regardless of the eventual subject orientation, will
determine the children’s auitude in direct relation to the amount of
sincerity, tuth, and freedom discernible in the classroom with the
teacher-facilitator.

I'histy pe of atmosphere is conducive tocommunication that is real
to the child. For within the child's fragile world is insecurity and fear,
passion and wisdom, and many extremes of happiness and sorrow that
have nothing at all to do with the sugar and peppermint found in much
poetry for children. I children are encouraged to keep in touch with
their feehings by reading good poetry and writing their own, the connec-
tion between the reality of the experience and the reality of the poem
strengthens sincerity and truth while exercising communication skill, A
discussion about an animal, a loved toy, a lavorite place, an inanimate
object, or the teacher's own experience in childhood in connection with
the poem being discussed will help the students to go beyond the poem
into the SELF, where the imagination thrives.

Freedom of expression leads to truth in imagination only without
insistence on constrictions like imitation, rhyme, o1 meter. Although
rhyme and metet are a segment of poetics, these can prove to be constrics
ting to expression because the means berome the cud. The exposure
should therefore include rhymie and meter as occasional means to poetic
expression in die poeity of the past, but should emphasize selectivity,
tune, and language as more relevant tools.
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Any other techniques of poetics, like internal rhyme, repetition,
onomatopoicia, and alliteration,® are valid when introduced as con-
cepts, 10 be utilized if they fit into the point of the poem the childven ave
writing or recognized as they contribute to the life of the poem the
children are reading. 'The brainwashed child who insists thata poem has

to thyme can be told this “rule’™

11 the rhyme helps the poem, it belongs. 1 it does not help, i0makes the poem sound
take.

Additionally, the avenue to poctics may be found in experimenta-
tion with records of anitmal sounds, noise contests, echoes, or with sense
training itself.® The outcomes of such an approach are threefold: the dis-
covery of the excitement of language, the release of the individual's
capability of expression, and the provision for perceptual growth and
self-awareness,

Before [inally incorporating the desired subject, the inter-
; disciplinary approach requires the teacher o give approval, to create ex-
posure, to be daring about difficulty, and to be bold about new materials.

without criticisin, italso consists of concrete rewards, Making the poems
! into a book,” publishing poems in the P./T.A. Newsletter, or the local
[ newspaper, etc., will bring both concrete reward and tangential learn-
ing. Editing, layout, and letter«writing can be injected painlessly when
the resuit is publication.

!

i ) ) ,

| If approval consists of praise, encouragement, and suggestion
L

Good exposure also means the -availability of poetry books for
browsing. Lists of poetry hooks according to subject will alleviate
frustration, and attractive covers placed side by side with a review by a
peer might intrigue a child enough for an investigation.

The nature of language, especially in poetry, is a reciprocal com-
munication. The most rewarding aspects of the interdisciplinary ap-
proach to teaching poetry will begin 1o take shape and increase when
both teacher and student have fully explored the initial exposure and
techniques of poetics with a certain degree of success, and are ready to
make the connection between poetry and the other disciplines.

An astonishing reciprocity between the disciplines can be found in
the relationship between mathematics and poetics. First, the linguistic
precision of words like cylinder, cube, plane, and angle are used to in-
crease the awareness of the mathematical character of the environment,
‘Then, this awareness can be utilized to include the SELF by having the
child think of his or her own body as symmetrical, and as a series of
angles or planes, Poetry related to the study of mathematics can be in-
troduced here to deepen the relationship. Poems such as Williams' *“The
Great Figure,” in which the recognition of a number means order,
Sandberg's "'Arithmetic,"® which makes arithmetic a fun thing to do,
and Donne's "'A Valediction: Forbidding Mourning" are particularly
approptiate.
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Science also provides aripe field for the interdisciplinary approach.
Here again. the human body can be a teaching device for poetry, with
emphasis on its biology. In Part Nine of Whitman's "I Sing the Body
Electric,” he actually celebrates the individual parts of his body. There
are also many excellent animal poems which can be incorporated into
the study of animal behavior. Among these, the most notable collections
can be found in Gwendolyn Reed's Bird Songs, which includes poems

like “The Heron,” by Theodore Roethke, **The Woodpecker,” by An.

drew Marvell, and "“The Bird of Night,” by Randall Jarrell, a poem on
the owl. Also by Randall Jarrell is "'Bats” from Karol Weiss’ collection,
4 Paper Zoo. The poem, which details bat habits and other useful infor-
mation, is more interesting than a dry paragraph any time. In the same
collection, '"The Lion,"” by William Jay Smith, and "The Snake," are
also_appealing and informative. Collecting poems on a particular
animal oraspect of science is an activity which has many side henefits for
the child: comparisons, library skills, evaluation skills, increased
reading skills, enjoyment, and not least of all, the involvement of the
SELF.

Social Studies has unlimited possibilities as an approach to
teaching poetry. Children's anthologies, such as Here I Am, an
anthology of poems written by young people of America’s minority
groups, and I Never Saw Another Butterfly provide insight, identifica-
tion, and perspective. Poems about other parts of the U.S.A., othér coun-
tries, places, rivers, and all the other facts studied in geography have
vivid qualities 10 the child who reads and writes poems about them.
When studying other periods, it would serve many purposes for the
teacher to have the children read and write poems which create the mood
of another time from a child's point of view so that the study becomes
real. This activity can include anything the curriculum prescribes from
cave dwelling to the future.

Art holds myriad possibilities, The children can study a painting
and write their reaction to it, or create a poem and a companion environ.
ment box which reflects a particular mood, Writing poems to go with
UNICEF cards and sending them will cultivate an awareness that goes
beyond art and poetry. Composing and illustrating poems on colots and
shapes, with color, shape, and poem complementing each other is
another delightful way of melding these disciplines with excellent
results which maximize creativity and freedom.

Poetty is song, so the musical approach is practically self-evident.
Writing poetry after listening to music is an approach that definitely
should not be neglected. Few children will fail to respond and to write
after hearing Richard Strauss’ '*Merty Pranks of Till Eulenspiegel,” Ed-
vard Grieg's '‘Peer Gynt Suite,"” or Felix Mendelsohn's ' Overture to a
Midsummer Night's Dream.”” An anthology which deserves mention
here is Untune the Sky a selection of thematically musical poems con-
tathing delights such as Tennyson's ‘Blow, Bugle, Blow," Camplon's
“Corinna,"” and Yeats' "The Fiddler of Dooney."
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An interdisciplinary approach to teaching poetry encompasses:
-« - all trades, their gear and tackle and trim.

All things counter, original, spare, strange;
Whatever is lickle, freckled (who knows how?)
With swift, slow, sweet, sour, adazzle, dim;®

Poetry leads to knowledge and follows from knowledge because it in-
cludes the SELF, the creative and meaningful, without which
knowledge becomes dry, impersonal, and separated from life. The most
intense and disciplined of the written arts, poetry is a perfect vehicle for
the developing mind. Let us give it supportive architecture within the
disciplines, and achieve the optimum creativity in the expanding SELF
of the growing child. .
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Social Factors and Speech
Variation: Some
Observations in
Albany, New York*

Richard L. Light

Educators and linguists alike have shown a growing interest in the
study of children’s use of language. Educators have been concerned since
it has been suggested that the language childten use in school is closely
linked to teacher attitudes toward them, and ultimately to pupil perfor-
mance (Williams, 1970; Rosenthal and Jacobson, 1968). Linguists in
turn have demonstrated that social factors such as sex, ethnicity, and
socioeconomic group of speaker and listener may influence children's
use of language (Fischer, 1958; Labov, 1966). The study described here is
concerned with some of these social factors as they influence the speech
of a sample of lower socioeconomic group black and white children in
Albany, New York. The results reported are taken from twenty-five in-
terviews of five white and seven black children, aged ten to twelve, The
children interviewed were all pupils in an elementary-school in Albany’'s
South End, a neighborhood predominantly inhabited by black families,
All of the children participating in the, project come from lower
socioeconomic class families, as do nearly all of the children in atten-
dance at the school. School population is reported as roughly 85% black,
and 15% ‘“‘other,” mostly white.!

‘The tapes of the interviews were analyzed to determine the extent to
which the non-standard forms of four grammatical features were used,
The non-standard forms considered here were multiple negation and
absence of suffixal -Z (i.e,, absence of the suffix marking plural and
possessive nouns and the third person singular form of the verb), This
data was then analyzed to determine how the social factors of race of the
interviewer and rice and sex of the child, may have affected the use of
these forms.

In standard English, suffixal -Z is realized as 's/, 72/, or /i2/ on most
plural nouns, possessives, and third person singular present tense verbs.
It has been noted in studies of non-standard dialects, however, that suf-
fixal -Z may be absent in the above three grammatical categories. In ob-
taining figures which represent how often the plural noun, possessive
and third person singular verb were marked with the standard suffixal -2
form, the number of potential occurrences, i.e., the number of titnes
marking or realization of the suffix was grammatically possible, was
first tabulated.2 Once the number of potential occurrences of a suffix was
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determined, the percentages of actual occurrence or realization of the
feature could be computed. A similar process was used in computing the
realization of the non-standard feature of multiple negation. (Absence of
multiple negation is considered a starndard feature in the discussion

which follows, e.g., I don't have any is standard; I don’t have. none is
non-standard.)

This process of analyzing features in the speech of these twelve
lower socioeconomic group black and white children yielded the data
noted in Figure 1. That figure summarizes data on four groups for the
four features analyzed. The four groups are classed according to race of
interviewer and race of child. Sex of interviewer is a constant (female).
Sex of child is an uncontrolled and, as we shall see, non-crucial, variable
in this analysis. For the conversations as a whole, race of the interviewers
had no sizeable effect on frequency of any of the four features for either
black or white children. For frequencies of absence of two features, (i.e.,
the hon-standard forms of the two features) plural and possessive, there
are no sizeable differences which correlate with race of the children. For
the other two socially significant features of multiple negation and third
person singular, however, this difference correlating with race is con-
siderable. A further analysis of the data displayed in Figure | reveals
several facts about the language of the children studied.
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Figure 1. Realization of the standard form for four grammatical
features by black and white children in twenty-five inter-
views.
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Noun plural sultix absence occurred infrequently in the taped
speech of the Albany children. There was only isolated occurrence of

plural suffix absence in the recorded speech of both black and white -

children; all children used it where appropriate in over 90% of its poten-
tial occurrences. The potentials for using the plural suffix were 1,037
and 725 occurrences for the black and white children respectively. There
are a {ew nouns which in black English do not regularly take the suffixal
plural marker.* They are nouns such as movie, cent and year, which like
the nouns sheep and deer in standard English, are subject to different
rules of plural formation. It was noted however, that few of the un-
marked nouns used by the children were words belonging to that special
sub-class for which the plural is often absent in black English. These
nouns, which occurred several times in the speech of the Albany
children, were consistently marked with the plural suffix when the
marking was grammatically appropriate.

Previous research has indicated that among speakers of black
English, absence of the plural suffix occurs less often than does absence
of the possessive suffix, and far less frequently than does absence of the
third person singular present tense suffix (Fasold and Wolfram,
1970:78). After analyzing plural absence among adolescent peer groups
in New York City, Labov (1968:163) noted that: S

...« the nonsstandard Negtro English plural is quite intact, and the small amount of
disturbance in the plural is the result of @) phonological processes of consonant
cluster simplification. (by several individual items that have-zero plurals in non.
standard Negto English, and (<) a few individual speakers who show much less
regularity in plural inflections than the norm for non-standard Negro English.”

While Shuy', (1967) study of Detroit black English revealed that
plural absence occurred more frequently among lower class children
than among middle class children, the incidence of plural suffix absence
was very low, even for the former group. An analysis of conversations of
10-11 year old black children in Washington, D.C. also revealed a low
frequency of plural suffix absence, (7%), although it was noted that in
those conversations where a relaxed, spontaneous atmosphere prevailed,
the incidence of plural suffix absence was as high as 45% (Light,
1971:158). A comparison of the figures reflecting plural suffix absence in
the speech of the Albany black children with 10-12 year old Dettoit black
children, and 10-11 year old Washington black children in the studies
noted above, reveals that the Albany children tended to use the standard
variant more often (96%) than either the Detroit or Washington children
(98% [or both areas.)

Previous studies have indicated that the possessive suffix is absent
from the speech of those who use black English more often than is the
plural suffix, but considerably less often than is the third person
singular suffixal marker (Fasold and Wolfram, 1970:78). In studying
possessive suffix absence, one must distinguish between the attributive
and absolute possessive, for the suffix seems to be absent with much
greater frequency from the auributive form. In his study of adolescent
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speakers in Harlem, Laboy found attributive possessive suflixal absence
over 50% of the time, while the absolute possessive was regularly marked
(Labov! et. al., 1968:169). (Examples: This is my mother coat. The coat is
my mother's.) '

In Detroit, Wollram (1969: 141 noted a sharp stratification between
middle and lower class adult black speakers in use of the possessive suf-
fix, with a 27% mean percentage of absence in the lowest working class
group and no absence among the highest middle class sample, An ex-
amination of possessive suffix absence in the speech of the sample of
Washington children revealed the tendency of older children to use the
possessive suffix more frequently than younger children (Light,
1971:162). Figure 1 indicates a low incidence of attributive possessive
suffix absence among the Albany subjects sampled. For the black
children, this absence averaged between 15 and 20 per cent. A com-
parison of the Albany, Détroit, and Washington figures reflecting
possessive suffix absence shows that the black children in Albany
demonstrated much greater use of the possessive marker (83%) than did
comparable children in either Detroit (71%) or Washington (55%).

In studies of black dialect in other locations, the absence of the suf-
fix marker on the third person singular present tense verb is found to oc-
cur with greater frequency thanabsence of either the possessive or plural
suffix (Fasold and Wolfram, 1970:78). Since possessive, plural and third
singular markers are all formed by the same phonological rules, quan-
titative differences in their realization must be accounted for by.
something other than phonology. The regularity with which third per-
son singular suffix absence occurs has led observers tostate that this suf-
fixal marker is not a part of the underlying grammar of black English
(Labov, et. al, 1968:168). This conclusion is supported by analyses of the
itregular, hypercorrection patterns for this feature, indicating the black
dialect speaker’s basic unfamiliarity with the standard rules governing
use of the suffixal marker on third person singular forms,

Some interesting patterns of variation in the marking of this feature
were observed within the speech of individual children in Albany. For
example, the following pattern of alternation between the marked and
unmarked third person singular present form of the verb to go was noted
in a black child’s explanation to the white interviewer of the cards used
in a Bingo game:

*. .. .you have Bingo on the cards. it says B, B go all the way up 1o fifteen,an’' G goto
29 of 30, yea. 30, 29. and 1 go, 1 go to 39. N goes 10 30, 40, and G goes o 60 and after 60,
the G goes to, yea, the N goes to 60 and the G go to 61 10 75.”

Similar variations between absence and presence of the third person
singular marker within the same sentence were observed in the speech of
other black children in the study.

Wolfram (1969:168) found a sharp stratification among various
adult black socioeconomic class groups in use of the third person
singular marker, with absence of the suffix occurring rarely in the mid-
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: dle class groups and much more frequently among the lower class )
: speakers. ’

The third column in Figure | simmmarizes third person suffixal
absence for the Albany children, [tindicates that this non-standard form
was realiced 1o some extent in the speech of all children, but that it was |
‘ present a good deal more frequently in the speech of the black children. o i
Given 122 potentials for use of the third singular suffix, the realization
i for the white children was 94%, while the potential of 365 for the black
children was realized 50% of the time.

A comparison of the Albany, Washington and Deuoit studies
demonstrates that, as was the case for the plural and possessive suffixes, |
the percentage of absence for the third person singular marker was con-
siderably lower for the Albany black children than for the subjects of the
other two studies. A 50% absence for the Albany children compires with
80% and 81% for Washington and Detroit children respectively,

Multiple negation, the realization of an underlying negative ele-
ment in more than one place in asentence containing an indefinite pro-
noun, determiner, or adverb,* is a featute of non-standard white dialect
as well as of black dialect, but there seem 1o be quantitive differenc®s
between white and black speakers' usage of this construction (Wolfram,
1969:153).

‘The study by Shuy, et. al. (1967:12) of black dialect in Detroit X
revealed a clear-cut stratification of multiple negation across black
sov foeconomic class groups, with a 77.8% mean percentage of realized
multiple negation in the speectrof the lowest working class adult blacks,
and an 8.2% mean percentage of occurrence for the same feature among
upper middle class adult black speakers.

‘The figures representing Irequency of multiple negation in the -
speech of the Albany children are given in the last column in Figure 1.
- This indicates that multiple negation was present in the speech of all the
subjects, but that it was realized with considerably higher frequency
among the black children, Use of muliiple negation averaged 50% for the
white children and 80% for the black children. Putanother way, the stan-
dard form was used 50% of the time by the white children and 20% by the
black children.

As for the other three non-standard forms, the use of multiple nega-
tion by the Albany black children was somewhat less frequent than for
comparable children in Detroit and Washington. Realization of multi-
ple negation for the Albany children was 80%, while for Detroit and -
Washington, it wus 90% and 81% respectively, For all four features con-
sidered in this study, then, the black children in Albany consistently
showed a higher percentage of the standard form of those features than
did comparable children in Washington and Detroit. We might
speculate that the social dynamics in a relatively small “upstate city, as
opposed to those in large urban centers such as Washington and Deunit,
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might contribute to an explanation of this fact. The fact that children
participating in the study were selected by members of the schoo) ad-
ministration, and thus might, in many cases, be considered ‘“‘lames”
(Labov. 1972), may also suggest a partial explanation. Variables in the
interview settings in the three cities might also have contributed, but it
will take work beyond the scope of this study to explain with some con-
fidence these consistent differences between cities.

Perhaps it is also well at this point to recall that the basic processes
for formation of all four features examined are the same for all children
in the sample. The process of realizing a negative on more thanoneitem
in a sentence, for example, is the same for all children. It is only in the
frequency of use of this process that quantitative (not qualitative)
differences appeat across races in the Albany study. Further, as Burling
(1973:49) has noted for the third person singular marker:

*. ... by dlinging to the third person singular -s, standard English still stops short of
complete regularity [in verb forms], bue this is only the fina! relic of a far more
claborate carlier system. When black speakers drop the -5, they simply take the ul-
timate step in regularizing the English verb. They lose nothing in meaning.”

We might speculate then, that the higher percentage of third person
singular marker deletion displayed by black children in this study and
others, may in fact be an advantage in terms of efficiency of communica-
tion. This may be so since the third singular marker dropped (e.g., the -
of comes as in He come here everyday) is in fact redundant.®

In the discussion above we noted that for the conversations as a
whole, race of interviewer had no sizeable correspondence with frequen-
cy of any of the four features in the speech of the twelve children, Wealso
noted that race of child did not correlate to a sizeable extent with two of
the features examined (plural and possessive markers). We did note a
correspondence between frequency of use of two socially significant
features (absence of third singular marker and multiple negation), and
race of child. To check these observations, we made three additional
analyses, with two variables matched and one tested. Results of these
analyses ate noted in Figures 2-4 below.

“The first analysis matched race of interviewers (white) and sex of the
children (female) and tested for o relationship between race of the
children (three black and three white) and use of the four features.
Results of this analysis, outlined on Figure 2, offer tentative support for
the initial observation that there are sizeable differences between the
black and white children in realization of the two socially significant
features of multiple negation and absence of the third singular markers.
“This analysis also suppotts previous observations that the possessive
and plural markers are not often absent in the speech of either black or
white children. One might, in view of the previous discussion, have ex-
pected a spread of more than 14 percentage points between groups fot
multiple negation. A low number of potentials for this feature may in
part accaunt for this spread.

20

THE ENGLISH RECORD
“ 24




100 t+
g 90 1
L
-E 8071
'g 70+
2 60-+
; 50+
)
S 40—+
g “ white girls
© 304 e g
4 20 1 black girls
% {50) g
= 10+ |
0 | | | |
: a M M
) 1 3 ©
P .
o 9%, %, U
%, ‘“% %] «% % %%
7 2, [ " o
"& %"vﬁb ¢°¢0 e
%
Features

Figure 2. Realization of the standard form for four grammatical
features by three black and three white girls with a white
female interviewer. (Figures in parentheses indicate poten-
tials, i.e., grammatically appropriate contexts, for realization
of each feature.)

The second analysis, in which sex and race of children are matched,
supports the suggestion that in the formal interview setting, race of in-
terviewer has no consistent effect upon realization of the standard form
for the four features (Figure 3). In conversations with the black intet-
viewers there were more standard realizations of the plural marker, but
fewer standard realizations of the other three features among the black
male children tested in the sample. Howeve:. for these other three
features (possessive, third singular, and muliiple negation) there are
differences of 22%, 25%, and 22% respectively in standard realization
which correlate positively with a white interviewer. ‘Thus the initial
observation that race of intetviewer had little effect upon the speech of
the twelve children as a whole, must be tempered by this finding. A par.
tial explanation of the apparently inconsistent influence of race of inter-
viewer upon the four featares in this analysis may again be due to the
small potential for their realization. :
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Figure 3. Realization of the standard form for four grammatical
features by four black male children with black and white in-
terviewers (female). Numbers in parentheses are potentials
for realization of each feature, '

The third analysis (Figure 4) indicates that sex of the child had no
consistent eftect and litde influence in general upon realization of any of
the four featutes. Some previous reports (Fischer, 1958; Fasold and
Wolfram, 197 have noted sex-correlated differences in use of standard
and non-standard forms with temales more often using the standard
forms than males of comparable age and background. On the other
hand. Politzerct. al. (1974:31) has noted a lack of sex-correlated ability by
black children on a standard nonstandard English repetition test,
Brown (1973) has speculated that increasing lack of sex-cotrelated
differences in the use of certain speech features can be traced at least in
part to the current emphasis upon equal rights for women. ‘T'his study
can contribute little to that argument, Further studies may explain the
apparent lack ot sex-cotrelated differences in recent studies of childrens’
speech, including this one.
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Figure 4. Realization of the standard form for four grammatical
features by four male and three female children. Race of intet-
viewer (white) and of children (black) are matched.

In sum, for the twelve black and white children interviewed, race of
interviewer and sex of child had little influence, as compared with race
of child, upon use of non-standard forms of those features examined. We
noted also that all white children in the study used the non-standard
form of these features to some degree in their speech. This finding
suggests two possibilities:

1) if these white children speak standard English, then speakers of standird English
do not realize the standard form of these features one hundred percent of the time.
This would support Shuy's (1970) view of a “linguistic continum® relationship
between standard and non-standard dialects,

2) the white children may be incorporating non-standard black English vatiable
rules in their grammar.

Partial support for one of these suggestions may be forthcoming froni a
current study to determine occurrence of these features in the speech of
middle class black and white children in a suburb of Albany,
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Race of child was a tsctor influencing frequency of use ol two of the
four non-standard forins examined. As might be expected, those two
forms corresponding most highly with race of child are those socially
significant forms highly stigmatized by the majority culture. Any ex-
planation for the large quantitative difference between the black and
white children’s realization of these two non-standard forms must take
into account differcnces in social interaction patterns and the expectan-
cies of the tv o groups. We know that these two forms (absence of third
singular marker and ust of multiple negation) are disparaged by
representatives of the majority culture (Burling, 1973). [t may be that the
white children who are more often in intimate contact with represen-
tatives of that culture, feel the pressure to ““conform” (i.e,, use standard
forms) to a greater extent than black children. These white children may
also perceive for themselves, o a greater extent than is possible for the
black children, a role in that majority culture whose social values, in-
cluding linguistic values, they will be called upon to endorse. These
differing social perceptions on the part of children are likely to be
significant considerations in any attempt to account for differing verbal
behaviors, including those which have been noted here. Further research
is called for to determine relationships between language variations,
these perceptions, and other social factors before we can with some cer-
tainty account for the linguistic variations noted in this study.

St mpans by oam e abe Reseaech Fonnebainm of State UVinsersin ol Sew York

U e e e sete sondun el i a oo anbe dnldien’s ot ool atid revondedd i eassente tapes. bachebbd was e

viewet by a Black woman atnl a s iie woman anseganate toes, Fle itenews were not ngally stroc e 1 enns of
the uistinns geoeson the natate of the woptesdis viasetd Each chigld was eneoutaged o ath abont what was of stierest to
b, et s o bdeders seemesd o protare the gieatest amaunt of spreee h when discussing bavorste ganes, wehvasion
progeams aned cantg acnsies, ambwhen descnbimg faends ned famieds members. While the selativeds lonnal inierview
it i fosteed n cerns ab e e gaital, tprcal language bebasvion s actally proxtuced., o has beet noted
oShs., Waatin and Riles., 1907 B that suchy o setomgg viekls uselobinfonnaton about the speech used sna relisavely
tenmal settmg, e bubing fhe schensl sinee il chaldien participanng i ths study were selected by scheol ad-
sttt 1he thata tepotted s Bhels o etiecn the hnguistic conseguences ol beng a Fane' (Lathens, 1972:255.291).

Do o the dillienles an chatmganbang s hether o0 1t 7 was present whei inwas wnmediatels followed by asibilagi o
wlien die base Tonm ol the wonn of serh onder consideration eatded anan: st chuster, these twno iy ies of etivituninents
wete cinumated f1iom the thpbihon of poemul aeosmentes

he e Blach Bl s here asad poete i asaniens of Faglsholien ket by lower socoe oo groag black
propd Sl Sk preophe speak Black Engindeany mote than all white praple spreak a stadardvanets of English.

A cabntannyg gracimal wathaple neganon anshoeions, eveo e whenee al a negative sentehee teeining with pra-
aonty, obr ety an adverh was copnterd Facluded rom th abulates were stanees i which negatson ol a pre-
verbal ausdiaey preceded by e aegatne grlebmiie sas pgssole This prenadure for anabyang wodenge of multiple
eganon was essennalis the wame obe ased 1 the othe stuehies cangh s thas iepont

1 s ottt 1 sees that cdeterng the sl here s not disads antagens srother tesprects. A dudd usiog such fonns s el
w bkl 10 e the obpecrotceasune by eachers whehear thenased 1 e hetscouted be shown that this ancbother soeadly
stigntaned forms e gonesteases esets bt aselfed e and efficent foromusmeatnas the sovalls approsed fors,
thent thes mas be bess Sihely o stigiatize chibdeen for using them
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The Elementary Pupil
as Textbook Consumer

Walter Holden

We all have little games we play 1o convinee kids that school is im-
portant, Oune of the avorite wricks is o say that school is real, like life
itselt. This game is obten played in testhooks, especially in language arts
texthooks. We people who work in Linguage arts labor under other
peaple’s nusconeeption thar our chosen field is a hodgepodge of un-
related unrealities. Phis makes us defensive at times, but we should, in-
stead, leap to the otfense, Language is not removed from life: ianguage is
lile. And like Tite, it is full of duty, full of sound and frry, Ieis always
changing and vet ever the same, Language is our dream and our in-
curable discase,

Teaching language is hard and demanding. Lo twistaspeech from
Dickens, " Feaching language can be one demd horrid grind.” Converse-
ly, it can be rewarding und uplifting, Language arts is too much—and at
the same time—too little. It is all of communication, nonverbal as well
as verbal. Tt begins with basic skills like handwriting and spelling and
capitalization, and expands o encompass the whole of linguistics—
phonology, morphology, dialectology, all that mysterious band of
ologics. Tt encompiasses words and sentence, thymes and sonnets, books
and newspapers, radio and TV, and all that pervasive band of media, It
runs the gamut from the meaningtul meaninglessness of * Good morn-
ing. how e vou?!” 1o the meaningless doublespeak of every

- government's gobbledygook. It's that internal machine that we can't

turn off, even when we're asleep,

No netseems wide enough to pin kinguage arts down for an answer
to the question “What do 1 do on Monday morning?™ ‘The study of
fanguage looks like too big a bite o be swallowed along with new math,
new science, and new social studies, and then o be regurgitated by a
teacher who also nwst perform as evaluator, umpite, bookkeeper,
money-changer, watchdog, zipper-upper, and all-around good guy or
good gal.

What counts? My hetesy, as a textbook editor, holds that language
arts is indeed too huge and amorphous a study for the elementary teacher
and the elenentary pupil, But language skills is not. Language skillsare
usually divided into four areas: reading, writing, speaking, listening,
Since language grows and changes and winds back on itself, any
breakdown of the skills can be deceptive, No lunguage skill can be truly
tsolated, We read writing and we write reading; we listen to speakers and
we speak to listeners. Our eatliest experiences with reading come from
listening to someonte speak words written by yet another someone,
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I see two nain hurdles o waching language skills successfully.
First, the separation of reading as a lone subject. Emphasis on reading
skills is not wrong by any standard: literacy is the sole foundation of the
structuted knowledge required to live in the world wday. But removal of
reading from the linguage arts carriculum Kicks one leg out from under
the chair, leaving the three remaining legs wottering,

Even worse, in many curriculums the skills of speaking and
listening—especially listening—are ignored oy paid only lip sevvice, In
part, this treatment results from misinterpreting the linguistic discovery
that children come to school capable of using and understanding com-
plicated sentence structures, As Paul Robatts wrote, somewhat defen-
sively pethaps, “When we present the grammar of a language to people
who already speak the language, we ran into a very serious initial
problem.”

Because results have fallen below the expectations aroused by
Roberts and other linguists, many educators proclaim that weaching syn-
tactic structure not only wastes school time but even warps young
minds.

‘I'he anti-scientific attitude has led, in some schools, to an abandon.
ment of organized efforts to teiach the skills of speaking and listening, In-
stead, many teach language as a series of what they call learning ex-
petiences, This experiential philosophy compates to a football
philosophy that il you carry the ball often enough you will run up a
season's total of 2,000 yards, or toa baseball philosophy thatil you swing
the bat enough times you will hit 715 home runs.

‘The fact that all children speak and listen does not mean they are
automatically Q.J. Simpsons of speech or Henry Aatons of listening.
Listening appears more difficult to teach than speaking does. ‘Teachers
sometimes complain that children just won't listen. And children
sometimes complain that teachers justdon't listen. Listening takes more
than an ear and a brain. Listening is a skill demanding the desire to
know, patience, submergence of ego, uncritical acceptance of the
strengths and shorteomings of others, and the ability (o synthesize new
bits of intelligence sometimes in conflict with long-held and deep-felt
heliefs.

Listeniing cannot be wught incidentally; it must be taught inten-
tionally, We might take our byword here from Henry Wadsworth
Longfellow who began his most famous poem with the words "*Listen,
my children, and you shall hear....” ’

Speaking is the flipside of listening. Despite the truism that God
gave us two ears and but one mouth, a lot more talking goes on than
listening. Much of the fault lies with us talkers, who, all w00 often, are
talking to ourselves, for outselves, and of ourselves. We should teach
young speakers audience awareness, ‘To be heard--really heard—you
must involve your listener. ‘The successful conversationalist, the per-
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suasive speaker. constantly asks himself not “What's in it for me?” but
“What's in it for him?" ""What's in it for her?" "What’s in it for them?"

Although children come to school with some ability to speak and
listen, they come unable to read and write. From the beginning, the
school must develop these skills. Teaching reading has generated much
concern, but teaching writing is not only more difficult; it may be more
important,

Writing, a skill built of many skills, demands coordination and
concentration of mental faculties. This skill cuts across all the learning
domains—cognitive, psychomotor, and affective. From the prosaic es.
sentials of handwriting, spelling, capitalization, and punctuation,
writing moves to the high cerebration that results in Joyce Carol Oates’
fiction, Robert Frost's poetry, and Shakespeare's drama.

Obviously, there is not a Frost or an Oates in every first grade class
nor a Shakespeare in every school. No one claims that the right teaching
of the right materials will generate genius. Still, we need not resigni
ourselves to generating only mediocrity.

Our first task begins in the primary grades: early and careful atten-
tion to the basic skills of manuscript and cursory handwriting,
sound/letter regularities, recognition and replication of "'sight words,”’
all the mechanical skills without which the higher skills aren’t worth
peanuts.

At the same time children should be learning the rudiments of logic,
or thinking skills: categorizing, sequencing, analyzing, synthesizing,
conceptualizing, and developing analogies from sensory experiences.
Setting five-year-olds to work fitting blocks of different shapes into

‘matching holes doesn’t seem like much, but it may—it just may—help

to prevent them as adults from trying to fit square pegs into round holes.

A recent journal article discussed the prevalence of the so-called
"fourth-grade slump,” a phenomenon often noted and deplored. Why
do so many kids at that level turndff their curiosity and their creativity?
It may be that fourth grade is a watershed of learning, especially in the
language arts. Children should by then have tastered the basic
language skills. Fourth graders without these skills find themselves
behind their classmates and behind their own felt expectations; and,
worst of all, they don't know why. Semi-literate and baffled, they slip
further behind every day. ''Social promotion” only increases their inep-
titude and frustration.

Assuming that children have mastered the mechanics of writing by
the end of Grade three, what can we do to help them continue their ad-
vance toward linguistic maturity? We know the futility of simply dish-
ing out mote of the same. We can, if we carefully avoid the notion that
doing is learning, provide for thetn occasions to write and to make their
writing experiences valuable to themselves and to others. We can teach
themn to respect their own efforts and to want to produce writing of
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greater maturity. Many teachers have found that children, given the time
and the reason, will improve their own writing and each other's writing
so that the teacher deals not with a pile of first drafts, but with aselection
of final drafts.

“We can sequence our language programs so that children will be
continually exposed to better and more demanding reading experiences,
wider and more thought-provoking language study. Kids, on theirown,
play with words and work with words. Whether we incorporate their
language interest into our textbooks and into theivclasswork, they are—
if only in hit-or-miss fashion—aware of the power of semantics, thering
of the right word, the pleasure of rhyme and alliteration, the per-
vasiveness of metaphor. A pupil will know that "Hammering Henry"
signifies Henry Aaron. The pupil may, without analyzing the figure be-
ing used, apply the same epithet to Henry Kissinger—metaphor and
alliteration on one tether and leading to new insight.

We can improve pupils’ ability to write more maturely by sequen-
cing transformational grammar insights. We know that this has already
been done—by Hunt, O’Donnell, O'Hare, Cooper, and others. The
method, called sentence combining, employs almost none of the
linguistic and mathematic apparatus used in those abortive efforts at
creating a nation of little linguists. We know without scientific proof
that sixth graders, on the average, write better sentences and tighter
paragraphs than fourth graders, and the professionals write more
maturely than high school students. By analyzing examples of writing at
various levels, linguists have discovered that in addition to the expected
semantic, ot content differences, there are syntactic differences that also
typify the various levels of writing and, further, that these syntactic
structures can be arranged in a hierarchy and taught in a sequence. The
transformational grammar comes into sentence combining as the source
of these sentence structures. In sentence combining, pupils work with
only a model and sets of sentences that they combine following that
model. As they master increasingly complex models, they meld
sentences into paragraphs and take apart other paragraphs to recover the
base sentences. Pupils carry these new sentence structures over to their
own writing so that-—for example—fourth graders use structures they
would not normally use until sixth grade; and sitnilar dramatic gains
follow all up the line. These gains are not pious projections but results
observed scientifically.

Of the four skill areas, I have skirted reading. Farlier I mentioned
one reason for this skirting: reading generally has its own spot in the
curriculum. Nevertheless, reading is a language skill and cannot be
avoided in language arts textbooks. Even the most traditional composi-
tion and grammar series contain bits of professional poetty and prose,
both as models and as springboards for discussion.

We must bow to reality and accept that reading is a separate subject,
and will continue to be so for some time. Beyond the teaching of basic
skills, however, reading melds into the general area of language study.
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Somewhere along the ine reading skills become “thinking” skills and
reading arts become litetature, a well-accepted leg of the NCTE tripod of
composition, language study, and literatare, ‘The NCTE applicd-this

ripod more o secondary than to elementary grades, but who can say

where reading ends and literatare begins? Since mostof us acknowledge
literature as the highest expression of language, a language program
without literary selections is like a man without a head—or, if that
metaphor seems oo hyperbolic, a piano without a keybouard.

Before Teonclude, I'd like to say a few words on performance objec-
tives, vvaluation, and testing. Like vou, I sometimes wish these concerns
would take wing and fly away. They seem antithetical o the classic pic-
ture of education as Mark Hopkins on one end of the log and the student
on the other, o

Of course these concerns will not go away—and, in truth, they
should not. The notions behind performance objectives and
evaluation—that we should know where we want to go and if we have
arrived—can’t be denied. Half of the states already have legislation re.
quiring evaluation. So, even if we do try todeny it, we are whistling into
the wind. This situation demands much from all of us in school work,
from publishers as well as from wachers. We who prepare textbook
programs must, in light of this new interest, provide valid objectives and
evaluation, This concern will be reflected in most future language arts
serics,

‘T'here will still be open classrooms and teachers who do not want—
and are not bound by—a rigid structure of objectives and evaluation.
Naturally, publishers will continue to provide programs for these
teachers. Some schools are also into non-grading and non-testing, but
these trends run counter to the demands by lay people as well as
educators for objectives and evaluation. ‘These demands, arising both
within and outside the profession, result from the twin phenomena of
uniiversities turning away our graduates as unable to handle college
work and of employers turning themn down as unqualified. We see
national attention focused on the case of the City of San Francisco being

sued by a high school graduate whose fifth-grade reading level has

prevented him from getting a decent job.,

Students, their parents, and communities no longer accept the no-
tion that school is a place to keep kalds off the street rather thana place to
educate them. T doubtif they ever did accept the notion, any more than
you as teachers did: but now they have become vocal in their protests
against non-education. These protests may create short-term problems,
but in the long run they can only improve our schools, making them
better places for learning and for teaching,

Most series featuring objectives will also incorpotate a testing
program meshing with performance objectives, wherever these objec.
tives are testable, Language arts teachers—more, perhaps, than other
teachers—deal with many objectives that are not readily broken down
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into learning bits for waching and testing. It is difficuli—it not
impossible—to abserve and st affective domain objectives like develop-
ing appreciations and attitudes. This does not mean that we should not
state these as objectives, but only that we should distinguish between ob-
jectives that are immmediately testable and those that are not. Whatever
textbook publishers do and state officials say, the problems remain es-
sentially local and will be solved on the local level.

What can the elementary language arts teacher do, bombarded with
new curriculums in this and other arcas and with shifting and ever more
demanding standards?

We can start by looking at what teachers are doing now. Most
teachers are following a textbook program. Recent figures indicate that
over 90% of classroom programs are taught from a basic text, with or
without supplementary materials of various kinds. Textbook publishers
don't object to that, of course. Teachers—especially in elementary
schools—have not the time (o do otherwise. ‘The burden, therefore, is on
publishers, editors, and authors of textbooks. Most texthook authors, in-
cidentally, are school people like vourselves, generally ‘the most
thoughtful and hard-working school people, leaders in our profession.

All teachers have the right o influence the choice of textbooks and
they have the duty to examine all available programs to find what is best
for their own pupils. If vou find your program inferior, complain. Gripe
to every administrative person who will lend an ear, Write to publishers
and tell them what's wrong with their books. Publishers notonly listen
and react; they almost always answer letters from users. Meanwhile, even
under your terrifying time pressures, supplement any program with
materials from other programs, from periodicals and other media
sources; from other teachers, from your own head. The teacher is her
own—or his own—best friend and chief resource. The pupils as a text-
book consumer relies on the most significant medium of all—the alert,
responsible, and responsive teacher,

Houghton Mifflin Company
Boston, Massachusetts
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EMPHASIS: COMPOSITION

Wallace Stevens once observed: “Poetty is a response to the daily
necessity of getting the world right."' Although the emphasis in this
issue of The English Record is specifically composition and not poetry,
Stevens' sage aphorism nonetheless holds since both forms of discourse
take root and grow within the human imagination. The language a man
possesses and controls, be he poet or business executive, largely deter-
mines his capacity to experience the many possibilities of human life.
The major problem for the teacher of composition is to provide the best
conditions and tools with v hich students may pursue this noble enter-
prise. The teacher must exhort students to enlist in their own self-
development while at the same time demonstrating to them that writing
is one of many dimensions of what it means to be alive. Through
language the student can then define his continually changing truth and
lay out that truth in such conventional categories as grammar, logic, and
thetoric,

Most of the articles in this section present composing as a process of
creating, sustaining, and enlarging the student's verbal-imaginative
realm and happily avoid treating composition as a dull topic that must
be “‘covered” for a six week grading period. And, indeed, this is only
right since the major poets of the Twentieth century, Pound, Eliot,
Stevens, Williams, and Yeats all entered into the process of language
itself to test the authenticity of their vision of reality against the facts.
They found, as students find, that one’s integrity is inescapably bound to
the daily necessity of finding the words which get the world right. While
the task is at times very trying, the reward of accurately defining one’s
self in an era which regularly rewards lying and hypocrisy can become
for both student and teacher a work of joy and fulfillment,

Patrick Meanor SUNY, Oneonta

‘Wallaee Stevens, Opus Posthumous, ed. Satuel French Mutse. (New York: Alired A. Ktioph, p. 176.

32 gL THE ENGLISH RECORD




Writing in the
Reading Class

Marion Bossart

As asecondary remedial reading teacher one of the biggest problems
I encounter is the low self-esteem of my students. Students who have
repeatedly failed in the area of language arts have little or no motivation
to try again. Progress, they know, is slow and, many feel, not worth the
effort. These students deserve a taste of success. They need to play a more
active role in class and not just become receptacles into which lines of
print are poured and responses extracted. On the supposition that my
students would become more interested in reading if they could
successfully write, I decided to give them a series of short, well-structured
creative writing assignments. While I was considering ways to introduce
these assignments, another reading teacher suggested that my class put
together'a set of writings for the remedial reading class at the elememary
level. The idea was an excellent one. My class was not adverse to the
plan, but they seemed skeptical that such a project would come to com-
pletion. However, as they saw their writing after I had edited and dittoed
it, they became increasingly enthusiastic and willing to write. As we read
in a certain mode of literature, they completed a number of writing
assighments in the same mode. James Molffett’s 4 Student-Centered
Language Arts Curriculum (Houghton-Mifflin, 1978) provided a
general structure for assignments in dramatic dialogue and
autobiography. Ideas for writing poetry were culled from Kenneth
Koch's Wishes, Lies, and Dreams (Random House, 1971).

In constructing minimal situations for dramatic dialogue, I found
that current events offered a variety of interesting topics. For example,
after the Bobby Riggs vs. Billie Jean King extravaganza, I asked the
students to write a conversation between the two players when they
happen to meet in the locker room after the game. Most of the resulting
pieces were amusing and imaginative, Part of one runs as follows:

Boubby (Runs up to Billiex: Well Billic, you won and 1 lost.

Billiv: 1t's not a matter of winning and losing.

Bobby: Well, what is it

Billie: It's how you play the gamne.

Bobby: You think you're so smart, you wete out there practiong . .. .

Billie: Yeah, while you were out there bragging to the world about how yOU were go-
ing to beat me, 1 was practicing,

Bubby: You think you're cool, but { got news for you.
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Billie: Well. 'mosort of ghad Fwon because teproves thatmen aren’talways what they
sty they are.

Bobby: Do vou think vou could play another man who isn't quite as old as 12
Bullies Yoo, Pwould phas, But plas fon pleasine not to see who is going to beat whom,
{Babby tooks up at the celimg .20

At the time Vice President Agnew was the subject of hot controversy, |
asked the class to write adialogue between Nixonand Agnew as they met
in the privacy of Nixon's Oval Office. One boy composed the following
prophetic piece:

Nixon: What the hell were you nving o prove, and now they have caught you. How
do sou think you're goitig 1o get out of this, you meathead?

Agnew: | don't know.

Nixow: Let me tedl you this: 1 they convict you, ain’t nobody gotina want 1o know
you, not even me. You hear ine?

Agnew: Yes . ... But Ldidu'tdo all those things they said [ did.
Nixon: Uhe hetl sou didn't,

Agnew: So what, we all got to go sometime.

‘While reading biographies and autobiographies, the students wrote
short pieces about events in their own lives. In a piece entitled "A
Memorable Experience” one student wrote about a near encounter with
death:

One day last summer a bunch of kids were riding their bikes over a ramp. [ was just
riding around on my bike. so I thought I'd try it. There were some kids who were
afraid wgo over if. | said, " Watch me and I'll show you how 10 doit.” Well, I showed
them all right, My chain got caught on a brick and [ was thrown off. The next thing 1

_knew. I was in the hospital, but I didn't know where [ was. [ was in another world. 1
ended up with a head concussion. The doctor came in and checked on me once in
awhile. The nurses wok my pulse and blood pressure about every hour. Well, I wasin
the hospital for over a week andalmost died, but Lknew everyone wanted tne 1o live, so
I didn't die. It was a very unhappy expericnee for me.

Another boy wrote of his difficulties in making friends ata new school:

When [ was in fifth grade, | beatup dudes cause they called me names, and 1 didn'tlike
that. So this kid named Frank, just because [ was new inschool, called meaname, sol
punched him in the mouth. He swung and [ ducked and cate up hiwing him in the
chin. Then after the fight, we became friends. In a couple of diys we becane good
friends. He was such a goud friend that he ireated me to a soda, and 1 ireated him w a
punch in the mouth, cause he thought he could beat me in that catlier fight, Then he
got up. “What you do that for?" He said, 1 said, "Cause you think you can beat me."
Then he said, “*Oh man. [ was only kidding.” ‘Then we became friends again,

The poetry assignments brought perhaps the most imaginative
results. The assignments from Wishes, Lies, and Dreams, which were in-
itially used with grade school pupils, worked very well with my high
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school students. They much enjoyed writing and then reading aloud
what they had written. 1 followed the general sequence outlined in
Koch's book and found that the students became increasingly [tuent in
this mode. Istarted with I wish™ poems, involving the entire class by
having each student orally supply one line. One class of all bovs created
the following poem. Each line was to contain i reference to a place and
an animal:

Fwish Twere in Binnamgham iding on a giafle.

wish Dwereain New York whach reminds me ol tout.

Fwiah [ were in Gahloria hunting dea.

Lwish I were m Flotida dhiving a dolphin.

I wish T were in Anizona tding o boa constiicion.

wish 1 hved in Al and T was Tishing for bass.

Fwish T were a bear so Toonld sleepy all wintet in a cave mALisha,
wish [ wete i Missoun tiding on i inonse,

The assignment to write “lies,” one of the last given in the poetry
mode, evoked particularly good results, For some students it scemned to
provide a vehicle for emotional catharsis. A boy who had been arrested
and given three months® probation for aiding and abetting a streaket
wrote:

Streaking is good, bunais not fun Ieis fun when vou get caughe by asheriff, and it's
real excinig when sou have o spend ten dass in jail.

An especially boy-conscious girl wrote:

F'm just like Ragael Welch. My measutements are 36-24-36. 1've got blond hair and
hig blune eves. Dweigh 107 and my Beghtis 557 F'mogoing out with Joe Namath.
We'te alwass having lun together. He just bonght me a lew minks last week. This
week T will geta new 1971 Chess Convetre,

Animal, food, and color imagery used in earlier picces were effectively
used by some students to embellish their hes, as in this fantastic fib:

I have a purple cat that nanied a green dog. Thave black toes that alk o my green
dog. The glasses that iy cat wears are very big and he can‘tseeont ol them. liveina
castle with lots of luxuies. My favorite thing is a bine-green, upside down, yellow
water foangin. Loncadocor who tlies thiongh the ait waking telephone calls. Lama
putple people-cater who cats crabs for lunchvand lobster lor dessercand hates people. |
van’t wint to tad o blae diess o wear oniny eiglhi legs. '

A Puerto Rican girl, in one ol her first sustained attempts to write in
English, incorporated the clements of fire and water to tell the following
dramatic lie:

Fhave a dog that is an apple, and acat thi is a chetey, and a turkes that iscight feet
tall. "The tarkes was botnon a lite with water in his eves and nose. The mothes of ny
tatis astihe. Lhe elephant goes o school ina carnage. The aee waches the stadens
and the tee kKnows many dillerent languoages. He talks to ny book. My pencil walks to
school evers dav. The chain is an asttotgent and the table is the sky. The peaple are
tames. Fhe houses ate papets. The butterlly swims in the sea every day,

Writing to music was one of the most popular assignments.
Students were given a chance to associate freely to various instrumental
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selections. Elton John's “Four Moods” from the soundtrack of the
movie Friends proved to be a good stimulus for this kind of writing.
Most of the students responded to the changing tone of the music
although they were unaware that the composer intended to express dis-
tinct moods. Again some of the students reacted in a highly personal,
emotional way, One girl wrote:

Sadness. Makes me feel sad, alone in the world, noone cares about me. People passing
by not pay ing any attention o me, going about their business. Things are happening
every day. People shooting eachiother. Mysteries. Someone cuming upstairs trying to
scate me—trighten me. feel like 1 want o hide from the rest of the world. .. Hap-
piness. At a dance with some nice boy having a good time. Makes me feel real happy.
I'm going to some kn off place whete allisgood, nothing really happens. Birdsalways
singing, tees blowing softly in the background.

Another girl who had experienced a violent fight with her fiance’ in
front of the school two days prior to the assignment wrote:

Watching an otchestra,

Sounds ltke you'te watching T.V. and something scary is going to happen.
The girl is running and the guy is running afier her.

She's crying because he canght her, bui she kills him.

He's dying slow.

She's screaming.

Her loved one saves het.

something just happened.

Happy song.

He's telling s girl © go with him.

A third girl related a personal experience which had been frightening for

her. She, too, reacted to the mood change of the music:

It reminds me of the time 1 got lost at a beach and couldn’t find my way back to the
wrailer park. My Dad had to go looking for me. It was getting dark and gloomy. It
scared me, because 1 didr'tknow what was going to happen next or anything. It was
getting late and 1 was scared. 1 didn’t know which way to go. 1 couldn't find my way
back to the camp. Lheard anoise and it scared me more. I remember going one way and
another. Finally, 1 found my wiy back and everything was all right, I was glad to be
back there again. Be back.

For another student the music brought to mind a bad dream witha hap-
py ending:

1t reminds me of a dream Lhad of a boy who everyone hated and who was ugly. Then
he made some medicine that made him into a haidsome boy. But then it wore off; then
he took a big jug and drak the whole thing, He became handsome for the rest of his
life.

In less personal responses several students used colorful imagery to
capture the movement and drama of the music:

In the city of Batavia

I see pretty red, green, and vellow
When the leives start to Ll in fall.
One by one they fall fastet and faster
Until they have all tallen off the wree,
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And the peaple take them np
And rake and rake and rake
Until thete are none left.
The winter is here.

Once more harkening back o earlier poetry assignments, some stutlents
made use of animals, months, places, and colots to express their reacs
tions to the music:

Dallas where the vellow sun comes up in June,

And where it is summer and all the birds are flying in the air,
And the beautiful sounds ol e animals,

And the sound of nathie .. . .

Now it sounds like a sad song

Fhat was made 1ot two people

Who had something bad happening 10 them,
Mavhe death or loneliness.

Editing the student pieces was an arduous task. I tried various ways
to involve the students in the process. At first, they exchanged papers and
tried to correct the most obvious, basic mistakes; however, a good
number of students were unable 1o distinguish what was correct from
what was incorrect. Some made additions or deletions where none were
"called for. Further, many papers were riddled with mechanical errors,
making diem trials for even the most practiced eye. Lalso tried correcting
the papers and handing them back to be recopied. This method,
however. put too much emphasis on what was wrong with the writing.
It was a real discouragement to the less capable students to have to
acknowledge so many mechanical errors. ‘I'he most fruitfui approach |
used was to project by means of an overhead proiector one or two papers
(with the student’'s name covered) and have the class respond with
editing suggestions. I followed this by pointing out corrections they had
missed. Atall times I stressed that the purpose of this exercise was not to
make negative remarks about someone's paper, but to make each paper
as clear and readable as possible. Ultimately, 1 had to editcarefully all of
the papers, because the students lacked the skill to do an efficient job. In
editing { uttempred 1o stay as close as possible o the original wording
and content while preservitg continuity and excising mistakes. For
some papers editing was a reiatively casy process; for others it was dif-
ficult. It was surprising to find that some of the mechanically poorest
papers were the best in 1evms 0! originality and content. The following
paper in its unedited and edited forms is an example, Unedited it read:

Lam i newspaper. A man walk ut o tae new stand and Brote my for 25¢ and he went
to the pary and he start to read my He put me down at the end of the beneh and he put
his head in me he fell a sleep Two hours later a drank cane by he spilled his drink in
my 4 gotdrank then is started to rain Lgat wet Hlow under s tree it took my theree days
to dry aut it man cane and putie initean we got to this placeand he state me on fire,

Edited it reads as follows:

Lam a newspaper. A man walked up to the newsstand and bought me for 25¢, Then he
went to the park and he started o read ine. He put me down at the end of the beneh and
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puat s head on e He lelasleep. Twohows latera diunk came by Ve spilled his
dunk on e Tgotdianh Thenosanted oo, Tgot swet, { blew under a tee Teook
e tUnee davs o des onte A nan came and putpee i rashaan. Wegot to placeand
Le statted e on Ine.

Genetally, the students who had very poot reading skills also
demonstiated very poor writing skills: Some of these same students,
however, wete among the most oviginal.

As of vet, only some of the dramatic dialogues have been used as
reading material at the clemenuary level. They were very favorably
received, The content and vocabulary of these short plays were well
suited for small group reading. The children were flattered that older
students had written for them while the girl who had written the plays
was gratificd and proud that they were aceepted with such enthusiasm, 1
anticipate that the finished book of writings will be just as well received
as were the-plivs.

I have heard many teachers express ihe thought thad itis more im-
portant for low achievers to learn to read than it is for them to learn to
write. 1t would seem more profitable not to treat reading and writing as
separate entities but, instead, to help students see the relationship
between the two processes, T is probable that instruction in one area
reinforces and entbinces instruction in the other, Although 1 have not
determined whether the time and effort spent on writing in my class has
had positive measurcable effects on reading, have observed a favorable
change in attitude toward the reading class, For some the writing project
offered an avenue for emotional release, for some a welcomed chance o
succeed in language arts, and for alla boost in self-esteem: A recognition
that they as individuals have something valuable ind interesting tosay.

Batavia High School
Batavia, Vew York
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A Sequence of Writing: A
Composition Elective for
Juniors and Seniors

Thomas F, Callaghan

Introduction

Although English wachers are used to writing and often write well
themselves, there is probably no area of English instruction with which
they are less comfortable than that of teaching writing. Few teachers
have ever been exposed 10a workable theory of composition instruction.
James Moffett's Teaching the Universe of Discourse (Boston, Houghton
Mifflin Company, 1968) and 4 Student-Centered Language Arts
Curriculum, Grades, K-13: A Handbook for Teachers (Boston,
Houghton Mifflin Company, 1968) contain such a theory. His
philosophy of how children learn to use language and his practical
suggestions for teaching have significantly influenced my teaching
style. Molfett argues that English is - skill to be learned, not a body of
knowledge to be memorized. Like a musician learning to play an instru-
ment, the student learns writing skills by practice. Yet, teachers
sometimes do not seem to be aware of this basic fact. Walk around almost
any school and observe. In many classrooms the teachers will be doing
most of the talking.

Language involves a speaker, a listener, and a subject, The
relationships of the speaker to his listener and his subject are the basis of
Molfett's curriculum. ‘The student learns to use language by experien-
cing all the various relationships that exist. He begins with situations.
that are closest to the speaker and moves to situations that are successives
ly more removed and abstract. In doing this seqquence of tasks, the stu-
dent understands more fully what is involved at each stage and how to
relate each stage o the others. He becomes aware of how he and others
communicate,

In an ideal waching situation speaking, writing, listening, and
reading—the basic forms ol discourse—are given equal emphasis,
Traditionally, composition courses involve a lot of writing and only a
little speaking, listening, and reading. 1 partially solve this problem
through strong emphasis on group work. Students are given more time
to talk and listen. In their groups they discuss literature, plan projects,
and talk over specific writing assignments. In the process they are in-
teracting, using language, and learning from each other, More impor.
tantly, the groups serve as sources of feedback for student papers, Every
paper a student writes is discussed by his peers, Each member of the
group must sign the paper at the bottom to signify that he has read the
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paper and commented on it The paper then goes into an individual
tolder after optional revision, 1 discuss the student’s folder with him
from tme to time. What the student loses in teacher-contact time is more
than made up by the increased student-contact time; the immense quan-
tity of feedback more than makes up for the quality that may be lost.
Moreover, five minutes of oral one-to-one commentary on a student’s
paper is probably more valuable than a long handwritten comment,

‘The groups need to be trained to work together, Therefore, during
the first few weeks of school and from time to time subsequently, the
groups are involved in various kinds of games which develop self-
confidence and trust. The games are not a waste of time and actually save
time later on when the groups have learned to operate effectively,
Although Moftett's curriculum is group- and student-centered in the
sense that the student learns by doing, what is done is very carefully con.
trolled by the teacher. The teacher's role in this sense is very traditional,

Freely picking and choosing from the kinds of writing tasks
suggested by Moflett, I have developed specific writing tasks which are
more or less sequential and fit the needs of my particular course. Toward
the end of the paper 1 will briefly discuss the thorny areas of measure-
ment, evaluation and the integration of literature into the writing
program.

Dialogue

In real-life situations communication is generally through speech.
Most speech is dialogue. Dialogue is extemporaneous and free flowing.
It builds upon what has been said by the previous speaker. Dialogue isa
very natural and comfortable place for a student'to begin writing, Italso
forces him to be realistic, to define relationships, to compare and con-
trast characters, to be true to the idiolect of each character, to deal with

onflicts, and perhaps to develop issues and make points. Dialogues can
be either dramatic, emphasizing what happened, or socratic, emphasiz-
ing why it happened.

In dialogue students make up a minimal situation or I allow them
to use one of my examples. In this type of writing as in all of the writing
tasks, 1 prefer the students to use situations or topics based on their own
first-hand expetience because invariably their papers will be more vivid
and creative. 'The dialogue situation should be as brief as possible and
confined to one time and place. At first just two speakers are involved, A
situation 1 often use to start the students thinking is as follows:
Situatiotr: You have been out on a date with someone you've dated
before. You arrive home at 4:00 A.M. Your mother is waiting for you.
Mother: “Where in the world have you been?"

You: “Well, it was like this ... ." :

As students gain confidence with two-speaker dialogue, 1 introduce
three speakets in a situation like this: _
Situation: You have just been in a car accident. The other driver and you
have to report to the policeman at the scene,
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Policeman: "All right, what happened?”
Other driver: “*He's the one who did it.”
You; "Ididnot ... ."

In a drama course or an advanced composition course the dialogues
can be expanded to short scripts and even complete plays. Sometimes a
group will find a dialogue it really likes and will expand it as a group
project.

While dramatic dialogue deals mainly with emotional and
narrative aspects of dialogue, socratic dialogue introduces the more
abstract aspects of values and reasons. Again, I begin with the two-
person point of view and then move to the three-person point of view.
The following situation illustrates the two-person point of view:
Situation: There was a protest march in your town. You went downtown
just to watch from the sidelines. Suddenly tear gas bombs start popping
and a policeman cotnes up and catches you by the collar.

Policeman: 'All right, you're under arrest."

You: “Officer . . . ."

A typical three-person situation might involve some infraction of school
rules:

Situation: You and your friend are standing in the lavatory. He is smok-
ing but you are not. Just nen a teacher walks in.

Teacher: I want both of you to come with me to the principal.”
Your friend: “What do you mean? We weren’t smoking."”

You: “...."

An additional bonus in using the diaiogue writing tasks is that the
studens very quickly learn from each other how to use quotation marks.
A few years ago 1 spent days trying to teach the.use of quotation marks
and proper paragraphing with very little result. Yet, now the students
learn them from each other in no time. '

Monologue

Monologue is presented after dialogue because the listener does not
interact verbally with the speaker, and accordingly it requires more in-
dependence and confidence on the part of the speaker or writer.

Dramatic monologue represents the outer voice of the speaker.
There is still another person present, the listener who may even interact
nonverbally with the speaker. Dramatic monologue forces the writer to
indicate the listener's response in what the speaker says. A typical
monologue contains a situation and then the monologue itself:
Situation: You have just been caught skipping class for the third time
this month. You are in the assistant principal’s office and he has just ask-
ed you what you have to say. Using "'1"" and speaking in your own voice,
write down what you would say to him. He listens but does not talk.
However, you may react to his gestures and facial expressions.

Interior monologue is more abstract. The nustener is not another
person. It is like thinking aloud or at least like talking to oneself, The-

WINTER, 1974 Y 41




only teedback comes from within. As with all the writing tasks,
situations which relate 1o students' lives are best:

Sitwation: There is someone in your class who vou think is terrific, A
dance is coming up and you have o get a date. You are planning to ask
this person vight after class Tt is now the middie of class. Write down
what is going through your mind as vou rehearse what youw are going to
Sy,

Another useful type of interior inonologue is to have students make
up soliloguies tor titerary characters they, have met in their reading.
Literature is not dealt with specifically in this course. However, students
have arepertoite of previous readings which can be most useful, Many of
the writing tasks can and should be used with literature, for they can
develop not only powers of expression but also understanding and ap-
preciation ol liwrature,

Narration

‘The narration of events is another aspect of writing which comes
naturally to students. [ begin with some observational assignments to
sharpen the students” sense of detail, move o the first person of
autobiogtaphy and finally shift to the more abstract and remote areas of
biography and history. Order is usually imposed by the chain of events
and the writer is left free to examine closely what he sees and what he
remembers, 1 begin with observational visits rather than autobiography
because the visits depend on more immediate perceptions.

In the usual observational assignment I send my students outside
the class and instruct them to walk around the school or outside the
building. They are to take notes on everything they see, hear, smell, taste,
and touch, T'he first time I give this assignment [ ask the students just to
observe things and ignore people. I suggest that they confine their obser-
vitions to a limited arca. In subsequent assighments 1 ask them to
observe first one person and then several people, Finally, I ask them to
observe several people and include a description of their immmediate set-
ting. The notes are revised and submitted as a paper alter each visit. The
purpose of these assignments is to sharpen observational skills using
reid rather than remembered objects,

The first truly narrative assighment is the autobiographical inci-
dent, Although the narrator is the writer, the task requires some objec-
tivity, for the narrator is looking at himself. Yet, since the writer is the
subject, the student knows quite a lot about his topic and.accordingly
writes with some confidence. An incident is a situation involving one
titne and place. As always, I encourage students to use their own in.
cidents but one incident I often use for illustration is as follows:
Autobiography simply means writing about yourself, Writing in vour
normal way of speaking and using I tell about the time something
very embartassing happened to you,
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The next assignments are autobiographical phases. A phase covers
a longer period of time than an incident, It requires the writer to sum-
marize incidents and tie them together. Thus a phase is a more abstract
writing task and requires higher organizational skills. Students often
write about phases they have gone through in school, their *high school
phase’ or their “middle school phase.”

Then, following the format for the autobiographies, I assign
biography and history. Each is successively more removed from the
writer. Both move the subject from inside to outside but still allow the
writer to appear in the narration. In the biographical and historical in-
cidents the emphasis is upon what happens and the biographical and
historical phases emphasize why it happens.

Typical assignments are as follows:

Biographical incident; Tell about something that happened toyour best
friend. You may be present at the scene but keep the focus of your paper
on your friend. Use “he.”

Biographical phase: Tell what happened to your brother or sister or
close friend during a certain period of his life covering several months or
years. Refer to yourself if necessary but keep your attention on the other
person. Perhaps your sister was very sick . . ..

Historical incident: We have all attended classes that stick out in our
memories. Pick such a class meeting and tell what happened. You are
just another member of the class. Keep vour attention on the entire class,
Use “they.”

Historical phase: You have been in many courses during your lifetime.
Some of them you liked and some you hated. Probably most of the class
felt the same way. Pick a rather noteworthy course and describe several
incidents that happened which made the course good or bad. Keep the
focus on the entire class, not you.

Reporting

‘The reporting assighments require a high level of abstraction
because they involve not only observable phenomena but also opinions
and attitudes. Reporting requires a great amount of summary and syn-
thesis and therefore follows the narrative sequence. A few observational
visit assighinents involving both people and sewtings generally suffice to
focus the students' attention on observable phenomena once more.
Sometimes 1 ask the students to write these papers as newspaper stoties,

The interview requires the students to record faithfully whatever is

spoken and also to reproduce the personality of the speaker. This par-
ticular assignment has produced some interesting papers:
Interview: Intetview a neighbor on your street. Try o find out how he
feels about today's politics. ‘Take notes of what he says, what your im-
pressions are, and the place where the interview occurred. Later writean
account of your interview. Your aim is to report not only what the pet-
son had to say but also the impression he made on you,
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The survey assignment is identical to the interview except that
several people are interviewed. ‘The assignment requires the student to
summarize and organize several different sets of statements and
opinions. Students have recently been very interested in the smoking
rules and many students have taken some very good surveys of teacher
and student ovinions on the smoking rules,

The linal assignment of the recording sequence brings the student
to exposition. Since the recording sequence often leads to group and
class newspapers or journals, editorials naturally come up. In the
editorial assignments students are asked to state an opinion on any sub-

ject and support that assertion with as many facts and incidents as they
can, :

Exposition

At a very high level of abstraction are generalization and theory.
Both demand logical and rhetorical skills, which all of the previous
writing tasks have been building. Unfortunately, most writing
programs begin with exposition rather than end with it.

In generalization the student is asked to work with several incidents
that have something in common, some unifying theme. No longer can
he rely on time or someone else to order his material. He has to find the
order in the material itself.

For example:

Generalization: You have been in school for a number of years. You have
had plenty of time to observe teachers. Make some general statement
about teachers and use a number of examples to illustrate your state-
ment.

Finally generalizations are combined into a theory. The paper is a
kind of syllogism. Each generalization has to be supported by examples
ot facts and the final theory has to be fully developed and explained.
This type of assignment is very traditional and needs little elaboration.
However, many students did submit theories based on the interactions of
teenagers and adults in society.

Summary

The sequence of writing tasks in this course moves from the very
concrete dialogue to the very abstract theory. Group situations and one-
to-one conferences provide the necessary interaction and feedback.
Literature is introduced only incidentally and only by the student.
Although an advanced composition course could very profitably cor-
relate the writing tasks with literature, there is not time for this in the
regular course. Because the tasks draw on students' personal experiences
and values, their papers are almost always creative. In fact, they can
become vety personal. I do not grade the papers; instead, 1 write a few
positive comments on them to guide my discussion of the paper with the
student. A mid-semester grade and a final grade are determined in a
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teacher-student conference. General guidelines for grades are establish-

ed by a contract-type system.

I have fourd that students do not need negative comments. When
the subject of writing is approached in a coach-player relationship
rather than in a9 examiner-examinee atmosphere, students become
more interested i:  writing and less interested in a grade. Reading papers
becomes interesting and often fun, Composition becomes a course one

can enjoy teaching.
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An Inquiry into the
Composing Process

Arthw G. Hale

The waching of writing is most likely the main concern and major
apprehension of the majority of secondary school English teachers. At
least it should be of major concern; for when all else is pushed aside,
whatare English teachers really after butauthentic communication, es-
pecially in the written form? There is more than amnple professional
material available, in the form of textbooks, workbooks, writing
program Kits, etc., designed obstensibly to aid the teacher in guiding his
students toward attaining an ability in composing characterized by style,
effectiveness, and creativity, We have materials, we have methods, and
we can examine composition from various critical viewpoints; yet, the
truth remains that we know very little about the composing process
itsell. 'The key word here is process, and the processes in question are
those involved in the process of human symbolization. If, like James
Moflett, we conceive of language as a symbol system and the manipula-
tion of that symbol system as process, then crucial questions arise con-
cerning the nature and operation of the symbolizing process expressed
both as speech and as writing. In Teaching The Universe of Discourse
Moffett tells us that, “'the most natural assumption about teaching any
symbol system should be that the student employ his time using that
system in every realistic way that it can be used, not that he analyze it or
study it as an object.”! The implication is, of course, that English is not
content but process, and only by having the student use his language
operationally in action, can he realize all the symbolizing strategies that
he may command and communicate with. Yet, again, how can we, as
teachers, hope to adequately teach composition if we do not com:
prehend all the variables that effect and represent the composing process
itself? Indeed, so little has been known about the process of composing
that, rather than teach writing, teachers have traditionally substituted
grammar exercises, paragraph writing, literary analysis, or any number
of other preoccupations. English teachers tend to avoid direct involve-
ment in something so uncontrollable and difficult as the teaching of
composition.

For these and for other reasons @initiated the foltowing inquiry into
the process of composing. Whatfollows is a description of the method of
inquiry, the results gained, and what implications may be realized for us
as teachers of English.

There are a number of investigative methodologies that one may
call upon in order to construct an inquiry into writing process.
However, it should be made clear at the outset that the method of
reseatch utilized in this study is by no means original, nor was it intend.
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ed to be so. An esplattation is necessary, In 1971, the National Council of

“Teachers of English published an important and influential research

report written by Junet Emig. Titled, The Composing Processes of
Twelfth Graders, Emig's report relates her investigation via the case
study inquiry approach into the nature and operation of the syms-
bolizing process we call writing. Her study represents a meaningful
departure ftom customary avenues ol analysts used 1o investigiite the
process of composing. In her introduction she writes, =, .. the writer
wishes to reiterate what she believes are the values of this study. First, it
represents a unique effort to utilize case studies for eliciting data abusut
how students behave as they write. An experiment in capturing a process
in process, the study provides certain kinds of data—humanistic data—
that other kinds of inquiries into composition have not vet elicited.
Perhaps its chief value is its steady assumption that persons rather than
mechanisms compose,’® At this point 1 will review some of the main
points expressed in Professor Emig's study and attempt to clarify “case
study”.

Professor Emig uses apt language in describing the case study as an
attempt to capture “process in process.” We have already found that
composing is a process. It follows that any research method that studies
the writing process in operation is in actuality viewing the act of sym-
bolization dynamically rather than as static fragmented data, to be sorted

and analyzed in piecemeal fashion after the act of writing. People write

and think by ptocess, and to authentically study these processes one
must examine them in activity and operation. Succinctly, the case study
approach demands that one be concerned with the act and not with the
result. Most often, English teachers are aware only of the result of
writing, the completed composition, when they should also be concern-

ed with the act of writing itself. For itgoes without saying that the degree

of or lack of degree of control of the process determines the ¢ uality of the
result or product. Better writing depends on better con -0l and un-
derstanding of the processes utilized to produce the final composition.

With the stated aim above in mind, in this investigation 1
endeavored to replicate Ms. Emig's study quite closely, deviating only in
scale and emphasis. Where Professor Emig studied the composing
processes of eight senior high school students, both boys and girls, 1
focused on one student, a seventh grade boy. Ms, Emig met with each
student four times, but 1 met with my subject seven times.

1 urge those interested in learning mote about the process of writing
and the case study approach to analyzing the composing process toread
Professor Emig's book. Perhaps the real value of my own study is that it
will persuade others interested in understanding the process of com-
posing to read Ms. Emig’s work and, better yet, to initiate a case study of
their own into the nature and operation of writing as a central process of
human symbolization.

The design of my study is quite simple. A single seventh grade hoy
was asked to puarticipate voluntarily in the study, which was briefly ex-
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plained tohim. The investigator met with the subject seven times, usual-
ly a week apart, during which the subject was asked to compose aloud or
orally answer questions related to writing done by hirm at home for the
study. The major tool used in the study was a tape recorder which
operated continuously during any session. Perhaps I should say a few
words concerning composing aloud. The premise underlying having
the subject compose aloud as a mechanism of the inquiry is that in com-
posing aloud the student will somehow vocally reproduce his inner,
normally silent processes of symbolization. Thus, the composing
process becomes reachable by having the subject vocalize what usually
only he would be capable of realizing.

The subject was asked to compose several different kinds of dis-
course in both the reflexive and extensive modes. Emig tells us that,
“The reflexive mode is defined here as the mode that focuses upon the
writer's thoughts and feelings concerning his experiences; the chief
audience is the writer himself; the domain explored is often the affective;
the style is tentative, personal and exploratory. The extensive mode is
dedined here as the mode that focuses upon the writer's conveying a
message or a communication to another; the domain explored is usually
the cognitive; the style is assured, impersonal and often reportorial.’’?

Kinds of writing done by the subject in the study include narration,
dialogue, poetry and poetry interpretation, autobiographical incident,
fiction, description, exposition, diary entry, and shortstory. In addition,
many pieces of writing done for school English assignments were ex-
amined and some pieces of writing done when the subject was younger
were available. Some discussion of the mode of analysis utilized in ex-
amining these pieces of writing is perhaps necessary. Emig states clearly
that underlying this type of approach to understanding the composing
process is the premise that there, ** . . .. are elements, moments, and
stages within the composing process which can be distinguished and
characterized in some detail.’* The elements and stages that Professor
Emig refers to are comprised of various questions, context factors, and
points in the composing process, all related to the totality of experience
that precedes and resides in the process of writing. A detailed examina-
tion of the dimensions of the composing process is not possible here;
however, a limited listing of the major aspects of the process is useful as
background to my case report:

[. CONTEXT—=The pointol departure of the investigation is an examnination of
the context of composing which includes such factors as community, family, school
and the writing history of the subject.

{1, NATURE OF STIMULUS—=The nature of the writing stimuli which in-
cludes the registers, i.e. the field, the mode, and tenor of the piece of discoutse and the
impetus for writing.

(L. PREWRITING and (V. PLANNING—Emig clarifies these two possible
precursive elements to the composing process. She writes, “Prewriting is that part of
the compositig process that extends from the tithe a write  begins to perceive selective-
ly certain featutes of his inner and-or outer environment with a view to writing about
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them—tsually at the instigation ol 4 stimudis—to the time when he tinse puts words
o1 phiases on paper elucidating that perception.

Planning refers to any oraland wiitten establishiment of elements and paraneters
betote or during a discussive formulation. Prewriting occuss but once ina writing
process: planning can ocour By times. '™

Vo STAR TING=Apparent ease o dithiculty ol beginnmg writing. Ghoice of
listelements, words, or ideas. Reasons for beginning. Difterences in st ting hetween
self-sponsored and other-spomsorad writing.

VL COMPOSING ALOUD=An analysis of the subject's observed behavior
while composing aloud.

VIL REFORMULATION=Conecting,  revising, iewriting and  various
transtorming operations,

Vil STOPPING and CONTEMPLATION OF PRODUCT—Apparent case
or difliculty of stopping writing. Fival elements, words or ideas, Reasons for stop-
ping. Length and nature of contemplation of produced writing. Differences in stop-
pimg and contemplation of product between self-sponsored and othet-sponsored
writing.

IX. TEACHER INFLUENCE—Evaluation of teacher influence on aparticular
piece ol disconise s undertaken.

As was stated previously, this brief outline of major elements in the
writing process is by no means complete in examination and scope. The
purpose here is simply to delineate the structure and orientation of the
study so that the reader will have a guide of sorts to follow along with.
CONTEXT

The subject chosen for the present study is an eleven year old male
currently in the seventh grade. Let us call him ‘T'om. ‘Tom is the third
youngest in a family of three brothers and four sisters, all of whom reside
at home in Eggertsville, New York, a suburb lying to the northeast of
Bulfalo in Western New York. Eggertsville is a predominantly white
residential area composed of a variety of ethnic backgrounds.
Economically, his family may be classified as middle to upper middle
class. His father is an independent clectrical contractor, while his
mother appears to be a supportive, loving influence, both in relation to
Tom and to the family as a whole. The subject attended a local Catholic
elementary school through the fourth grade. In grade three he scored in
the 95th percentile in both the reading and arithmetic sections of the
New York State Achievement Test. Additionally, at this time his 1. Q.
was found tobe 151 plus. Tom has achieved "'straight A" performance in
all grades including his present seventh grade experience, Finally, last
year he was retested for intelligence on the Otis-Lennon Mental Ability
Test, which indicated that his 1. Q. was 155, From the fifth grade on,
Tom has attended on partial scholarship a local private non-
denominational preparatory school which characteristically enjoys
small class populations, intense academic preparation in a traditional
mode, and an active and bright student populace. He has been a consis-
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tent high honots student inallareas of academic endeavor, and he is also
anexcellentathlete and patticipates in various extracurricular activities.
It is important to note that Tom enjoyed a supportive atmosphere at
home (from an early age) for reading, writing and scholastic achieve-
ment. He mentioned that in the third grade he belonged to an advanced
reading group comprised of six students who worked independently of
each other and the teacher at reading and writing. Inshort, Tom is a per-
sotable, energetic, highly motivated adolescent who has a high degree of
skill in expressing himself both orally and in writing,

THE NATURE OF THE STIMULLUS

‘T'hroughout the entire case study, Tom evidenced a marked inclina-
tion to choose 1o write picces of discourse which were reflexive in mode
and which were related o self, human relationships, or to man's
relationship with his natural environment. Additionally, in any situa-
tion where ‘Tom was asked to improvise fictionally, almost all the
writing was grounded some way in Tom’s personal and actual ex-
periences. Tom's first production of writing for the study centered on the
investigator’s suggestion that he write a short narrative about the most
embarrassing incident he could remember. He chose as a topic an inci-
dent involving his embarrassment at having to wear shorts in the dead of
winter at a major airport. When asked to write at home about a person,
place or idea that he found especially intriguing, Tom produced a com-
position about clouds and his relation o them, both as natural
phenomena and as metaphors which engender meditation. When re-
quested o write a poem, Tom ‘chose to write about the metaphoric
significance of air. which again is related in the poem to human ex-
perience, this time in a generic sense. Tom made frequent comments
about his preference for unrestrictive kinds of discourse. He chose to
write a diary entry rather than a letter when requested to choose one. He
enjoyed writing dialogue, but found even this oo restrictive when the
situation, o1 scene was given to him as a starting point. When Tom was
requested to compose a short story at home, he experienced some dil-
ficulty in beginning due to the restrictive sature of the assignment,
Given all the writing experiences in the study and Tom's related com-
ments, it is obvious that he felinost able and most comfortable when
composing picces of discourse that were self-stimulated, concerned with
self or human relationships, reflexive in mode, and informal in tenor,

Chicago, i great cis. Blale feswe wasn'tihen, We were driving intothe city; the
weather wins ternble. Snowy, oy highwity was all Tsaw, 1 also saw some accidents.
Onls a fews aboun 300 2 hours was the tme it ook us to drive what should have been,
4 20 mimte drive. We were aiming tor the Sheraton OQ-hare hotel,

since we had been on the woad lor oser 8 hours; the occupants of our ear, in-
¢luding me, natually hadto go o the lavatots, There wasonly one thing, though, We
were driving up hom Flotida and most of us were dressed in shorts and short-slecve
Jhitts. Once i Chicago, the Biest place we could stop at was the airport, We couldin’t
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change mto becane v sattoses wereconthe rool s meant we had o go i a hass
aporr with shorts on durig 29 weather! lewasn ' tesacels wnenjosableespetience.

Frashed e the arpont past nmany people walnincreduloans looks o then Laces.,
Fhe Lavatony swos nearer! Eenade 1! Gomng back was jost s loard as gomg . L did i,
bt not withowr hunng s poude!

Coong tto o anport hilled soth people durimg 250 weathien sty shornis was vens
cinbarnassing' D doube P ever toreet 11, -

CLOUDS

Clouds ate vers mmgomg oy nand. | hud them interestimg in ey ers anpect,
Phe word “cloud™ gives e teehing ol openness and space. 1o think.

Clonds are ever changong. Phey constantly claimige i esets was shape, denisity,
duccoon, speed, and sie This opens s . Hooding 0 wath thoughts neve
thonght betore, houghes of uis sastand present, and tanme ideals and aimbinon.
Abo, thoughis of iy well-being. T oan think wah lowds,

Phete ate mamy diflerent tvpes of clowds. Cumelas, cintus and sttatus ane
techimcal iames lor three ditferent topes. 1 like the dun cinos cowd with s thin, ese
shutong whete Dhke thas hecanse the cmus dlond i esample ol me, [s alwass on
the move addimg monstre cm ms cse mlonmatony as it grows and moves ion s
unprecedenited coutse. Clowds aten’t things: they e thonghts and esamples.,

Air
At sunoutuds us,

I ats vistiess
We espenetce
Maoy changes.
Changes of sound that
Intlucnce our acnons.

Actions of the mind
And ol the bods thae
Areall ot an.

PREWRITING

The length of time devoted o prewriting for an individual picee of
discoutse varied greatly for Tom Generally, when requested to write
duting the interview period, as exemplitied by the picce concerning the
embarrassing incident that ok place in Chicago, ‘Tom would give
scantattention to any prewriting activity, He would readily adopt most
topic suggestions otfered by the investigator and commence writing
alter only a few moments or a few minutes of thinking, However, when
writing at home, Tom consistently devoted a great deal of time to con-
templation of what topic o write about. He related that he spent an
evening and hall the next day musing over various possibitities for the
poct assignment, Similatly, he spenta lengthy time deciding what ins
iriguing idea or event o write about at home, finally deciding, as has
been said, on douds and their significance for him personally, When
asked to write a short story about anvthing he wished, he gave con-
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siderable effort 1o deciding whit should be the tocus of this story. ‘This
investigator found, as Emig did. that the length of time available for
prewriting had a great etfect on the writer's choice of subject.
Characteristically, Tom would choose more personaland philosophical
topics when given ample prewriting time, For writing assignments done
during interview time, ‘Tom would usually choose to write about less
abstract and less complex topics. In a sense, he could choose a con-
templative or mechanical approach to the composing process depen-
ding on the amount of time available tor prewriting,

PLANNING

Once coming to a decision about what topic to pursue, Tom would
usually experience little difficulty in planning his initial writing ex-
pressions. Allof Tom's planning was oral in nature except forone small
incident of word-jotting in preparation for his paper on clouds. Healso
volunteered that he rarely, if ever, used outlines in planning a piece of
discourse. In poin of fact, Tom said that he usually used no planning
devices at all and planned the various aspects of the piece of discourse
coincident with composing it. For instance, his poem "Air” was written
in ten minutes with no written planning whatsoever. While composing
his short story, Tom would stop at various points to rest. However, he
would continue to think about the piece and reflect on the direction it
was going and various ideas that he might or might not use. Tom's prac-
tice indicates, and I'm sure he wasn't aware of this, that he approached
writing as an organic enterprise, i.c., the piece of writing would take its
shape in the actual process of composing. Tom also volunteered that he
considered outlines inhibiting. However, he did say that while writing
he gradually became aware of an overall purpose, structure, or scope to
the composition or poem at hand. How he perceived this structure he
could not say.

STARTING

T'om experienced little difficulty in starting to compose. Theve was
evident some difference inn "Tom's ability to begin self-sponsored writing
as opposed to assigned-topic writing. Generally, Tom would seem to
have less difficulty in starting when reacting mechanically in com-
posing other-initiated writing. While composing a requested short

stoty, Tom did experience difficulty not only in planning the piece, but
in starting to write it.

COMPOSING ALOUD

At the beginning of the case study it was arranged that the in-
vestigator would be present atall times to facilitatea viewing of the sub-
ject involved in the composing process. ‘lom experienced difficulty at
vocalizing his thoughts at first, but soon felt somewhat at ease in at-
tempting to reproduce orally the thought processes involved in the com-
posing proeess. However, he tended to mamble at times and to speak so
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quietly that analysis of syntactical and lexical transformational pateerns
was difficult. Even so, certain behavioral patterns coneerned with . om-
posing aloud could be recognized. I should mention that half way
through the study I decided to leave the room when ' T'om was composing
to see what effect the presence or absence of the investigator had on the
subject’s ability to compose orally. Upon questioning T'om to note his
reaction to being alone while composing orally, I found that he strongly
preferred composing without the investigator present. He stated that
while having the researcher present had no effect on his ability to com-
pose, it had a great effect on his ability to vocalize his thoughts. He felt
much more relaxed and free to express orally his thoughts while alone,
and for this reason we continued to separate when I asked ‘Tom o com-
pose aloud. While working on a particular piece, he showed slight in-
clination to vocalize any anticipated compositional elements that he
might utilize further on in the work. As previously stated, it seems that
‘T'om composed in an organic manner, letting each element lead his into
the next without prior anticipation.

REFORMULATION; STOPPING; CONTEMPLATING THE
PRODUCT

I was greatly surprised when T'om first composed for me in that he
exhibited such a slight need tor reformulation of any kind. He never
composed in rough draft and only very infrequently revised his writing,
and then usually only by a deletion of a single word ot two. T'om's final
outside assignment was to compose a short story, and it was here that he

encountered difficulties not only n planning, but in reformulation as -

well. Here again, the reformulation in this paper consisted simply of
deleting single words.

When asked why or when he chose to stop composing, ‘T'om con-
sistently answered that he stopped when he felt he had said all that he
wanted to say. For him stopping was as easy as starting,

Tom also consistently elected to give little attention to the con-
templation of the final composition. Frequently he did not bother to
read the finished paper and stated that in fact he did not like to read the
whole discourse when done. He said that he knew what he had written
because he wrote it so why hother reading it.

SEEMING TEACHER INFLUENCE

As mentioned previously, Tom was [ortunate in having a mother
who read to him and shared books with him at a very early age ).
related how he used to read to his mother prior to going to kindergarten
class each day.

Teacher influence is difficult to judge; however, it seems that ‘Tom
had a series of teachers who effectively supported his development as
writer and reader. He sermed not to be overly concerned with technical
correctness or what Prolessor Emig termed the “amenities”, i.c. spelling,
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handwriting, tthng, and puncuation. Fhis lack of concern, or morve
cortectly, seeming nnconcern, on Fom's part tor thetechnical aspects of
composition is not due o any reluctance o recognize these coneerns as
valich Rather Fom evidenced considerable command of these technical
cotsidenitions and sunply dealt with them adequately without grea
notice or concern. Tom also did not seem to be concerned with such
matters as length and choice of words,

CONCLUSION

Tom seems to enjoy writing and usually composes with ease and
speed. He preters writing inthe reflexive mode, butdoes notexpress any
predilection tor a padicular kind of discourse. His individual com-
posing process is organic in natare, which implies that he plans as he
composes. Tom also exhibits good conuol of technical correctness as he
writes, but seems inclined 1o concentrate on what he wants to say rather
than the wiy he is saving it He is a creative and flexible writer who
delights in being inventive with words and seemingly has no great dif-
liculty in manipulating his linguage.

IMPLIGATIONS FOR RESEARCH

The strength of the case study approach obviously rests not in the
single case study but inan aggregate of investigations, Only in this way
can we gain perspective and understanding of any patterning within the
composing process that is crucial 1o developing effective writing
programs. More studies need o be conducted along both longitudinal
and latitudinal lines so that all variables and contingencies will be ac-
counted for and a valid conceptualization of the process of composing
can take place. Also, more inquiry into the stages of preliguring and
planning should be undertaken, for obviously current teacher strategies
do not begin to deal adequately with these generative stages in the com-
posing process. The point.is that the case study can be a useful tool in
helping English teachers and others o locus on those aspects ol the
writing process that demand attention and guidance, instead of wasting
time and effort on those aspects of composition that present no difficulty
to the student,

IMPLICATIONS FOR TEACHING

While implications for rescarch involving the case study approach
of inquiry are somewhat manifest, a word or two should be said con-
cerning the validity and ramifications of my single investigation, As 1
mentioned previously, Emig's study and mine differ in scale and
emphasis, but not in focus; and itshould he remetnbered that my study is
a limited inquiry in that itdeals with only one caseand with onesubject.
The “case study™ is essentially an inductive approach to empirical
research: and as such, it requires an adequate and wide sampling of sub-
jects in order that results will be representational, conclusive, and
quthentic. 'The value of my single case investigation resides in the
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providing of additional information and empirical evidence to previous
findings. This supplementary evidence is not intended 1o be judgmental
in itself, merely explicative. However, when examining an aggregate of
findings, judgments can and should be given. My study actually serves
then to give greater perspective and weight to many, if not all, of Janet
Emig's conclusions about the composing process.

Emig suggested that for the most part the writing experience of the
majority of English students in secondary schools are limited in focus,
mode, and variety. The writing product, characteristically extensive in
mode, is considered to be of greater importance than the writing process
itself. It seems obvious to me that English teachers must realize that the
process of composing is just that, a process which necessitates process-
oriented education. Most current teaching strategies in English educa-
tion, at least those recommended in most published grammar and com-

position texts, continue to treat writing and language as content rather

than process. Simply, it is incorrect and dangerous to think of language -

as just so much data and informational content. If English is indeed a
symbol system that students can manipulate, then we must give students
- every opportunity to manipulate it in all modes and kinds of discourse.
The process of composing is essentially a thinking opération that in-
volves symbolizing—"languaging”—our thoughts and feelings, and
any valid approach to guiding writing must allow for expression by the
student based on his own experience anu on his own emotions. In a
word, the emphasis on bland exposition in the extensive mode must give
way to increased composing in the reflexive mode which permits inner
self involvement,

The concomitant implications for English teacher education must
also be evident. ‘Teachers of English must be required to have a broad
and varied experience in the composing process. Emig found that, ' Par-
tially because they have no direct experience of composing, teachers of
English err in important ways. They underconceptualize and over-
simplify the process of composing. Planning degenerates into outlin.
ing; reformulation becomes the correction of minor infelicities,'
English teacher education must provide an opportunity for student
teachers to write as they would have their students compose, in every
mode and in every kind of discourse.

Finally, the relation between the composing process and the think.
ing process must be recognized as being of extreme consequence and
value to the general education of every student. If we want to educate our
stuclents to think, then we must let them practice thinking in terms of
process, language, and the entire spectrum of the human capability to
symbolize. Such practice involves more talking, more writing, mote
listening, more sharing, in essence, more "'languaging” to othersand to
our inner selves.
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Insults, Smart Remarks,
And Other Things I
Might have said:

A Spin-off From
Kenneth Koch’s
Wishes, Lies, And
Dreams

Agnes J. Webb

“Elect Liz God." This bit of blackboard graffiti was an apt smart
remark aimed at the energetic yearbook editor who had inspired and
browbeaten her staff into another prize-winning edition. Kids are witty
satirists; and a word, gesture, or tone of voice can find its target while
even the victim grins.

Invective, the art of insulting and cursing, has as ancient tradition.
Celtic tribes sent their poets to the camps of the enemy to hurl insults the
night before the warriors hurled their sticks and stones. I have always
suspected that some people could talk you to death. King Tut's curse
took centuries to find its mark; and no one has yet dared to test the effec-
tiveness of William Shakespeare’s epitaph ‘‘And curst be he that moves
my bones.” Spinners of tales and critics of society have peppered our
literary legacy with smart backtalk toa world that is cruel, exasperating,
or absurd.

Just as the clown in a trapeze act or dance routine must be an expert
in conirol of his skill, the humorist must have command of language
skills and assurnptions to achieve the goal of a grimace, giggle, or guf-
faw. Although only a few student writers can control sustained wit,
many can produce mockery with the guidance of short models and in-
struct.ons. Eight of the tasks which follow utilize rhyme, near rhyme,
allite: ation, puns, and parody to transform offensive remarks into witty
statements. Less obvious is the manipulation of communication signals
that underlie the humor. Epitaphs, greeting cards, and introductions are
conventional forms of communication with context and expectations
assumed by a language community. Generally, epitaphs treat death
seriously, cards say pleasant things, and introductions provide comtor-
table social knowledge about new people. The satirist shifts the attitude
toward the subject or changes the subject matter itself to the uttexpected,
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and his distortion produces humor, The distortion is funny in relation
to the expected, the conventional communication signal originally
stated in the form of epitaph, card, or introduction.

The ellipsis.of Dumb Conversations and I Muttered assumes a
familiarity with predictable conversations or exchanges. The comment
“My, how you've grown!” usually elicits a tolerant nod from most
adolescents; the flip response purposely misreads the sociable nature of
the comment and treats it with punning seriousness. The statements of
Muuerings deliberately insist that a true statement is an adequate state-
ment. It's true that the hamster chewed up the lunch ticket; but that's not
the acceptable response to a cashier’s request for money. The two tasks
involving curses involve inappropriate responses also. Here trivial
events evoke a major response, a curse, but one made up of unlikely
wishes, Right Words, Wrong Place places the emphasis on context of
language, the surrounding circumstances of the statement. These con-
scious blunders ignore the time and place restrictions of language, and
these can be ignored only if they are part of the writer's knowledge of
these restrictions.

The last task of the group changes the focus from production of
verse and single lines to an observation of invective as a dramatic device
in Henry IV, Part [. Although the individual selections are short, their
relationship to diction, characterization, and plot can lead to considera-
tion of these larger elements of the play.

The following are the writing tasks with models and instructions.
Variations often multiply.

Epitaphs

Here lies Willie,
Died as he lived, silly,

‘T'wo lines, end rhyme. May be expanded to four or six lines with pairs of
end rhymes. Opening words ‘' Here lies (name)” followed by deathless
verse describing the dear departed’s virtues, flaws, or circumstances of
departing. ‘I'ry one for an enemy or one for a car thief,

Greeting Cards
Lines for a Christmas Card

May all my enemies go to hell,
Noel, Noel, Noel, Noel.
Hillaire Belloc

Title designates the occasion or the person to receive the smart aleck
card. Two lines(or more, if you like), end rhyme. Celebrate local grouch
week, someone's unbirthday, or the anniversary of purchasing your
sneakers.
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Introductions

I'd like vou to meet
Furry Fred.
That's not a bird's nest, it’s his head.

I'd like vou to meet
Shy Sue.
There she is, peeking out of her shoe.

First line, "I'd like vou to meet”": second line, adjective and name begin-
ning with the same sound; third line, last word rhymes with name.
Bird of Paradise Curses

“T'o the Car that Just Passed Me

May the bird of paradise
Clot your STP.

Title directs the curse to the target: first line, ' May the bird of paradise™;

_third line, appropriate dire action.

Cumulative Gurses

‘These are similar to the bird of paradise curse, just longer and in-
creasingly terrible, The opening lines or title set the scene for the curse or
give the reason for retaliation, and the list of dread events grows.
Dedicate one to the school bus driver or to a coach.

Struck from behind by a hot dog skier,
I sit here picturing how I'd like to see her.

May her next mogul conceal glass ice,
May her edges slide and her poles stick,
Her bindings snap and her cap depart.

May she lose her lift ticket, and just one glove,
May her ski club disband,
And her bus leave without her.

When her boots give a blister,
May she ski with her sister,
Dumb Gonversations
‘T'hese are one-liners that are half of a conversation, the answer toa dumb

qquestion or an often repeated remark, The one-liners reveal the conver-
sation that is not reported.

I've applied to Mortuary College, Butcher's ‘Training Tech,
and ‘Thruway ‘Toll Collecting Institute.

(‘The unlikely answer to the question **Where are you going to
school next year?'')
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Yes, I've grown a foot; now I have three.
(A pun reply to the comment My, how you've grown.")

I Muttered as 1 walked Away

This is a variation of Dumb Conversations; they're truthful statements
that appear to solve the absurd problem, but do.- ..

The combination is written down; it's on the

cover of the notebook that'’s locked in the locker.

(The useless reply to the question “Why didn't

you write your locker combination down somewhere?"’)

But the hamster did gnaw up my lunch ticket.
(The caleteria lady still wants 75 cents for the lunch.)

Right Words, Wrong Place

A plague on both your houses."
A Wedding toast

“A stitch in time saves nine.”’
Sign in an operating room

Popular sayings or familiar quotations from literature which are said at
an inappropriate time or in an inappropriate place.

Zounds! A Varlet, Fie Upon Him

Castigations, rages, oaths, epithets: Shakespeare’s characters whisper
and roar them. A simple catalog of Falstaff's insults and those directed at
him reveals invective as a dramatic device contributing to character
development, plot events, and poetic imagery of the play. The first
column, Names Falstaff Calls Others, is divided into two parts; the first
part quotes the epithets and the second part identifies the receiver of the
blistering comment. The second column, Things They Say About Him,
is similarly divided into two parts. The first is the insult and the second
identifies the speaker who so boldly risked Falstaff’s retort.
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Names Falstalf Calls Others Things They Say About Him
Hang ye, gorbellied knaves . Ye lac-kidneyed
fat chuffs . . . . bacons Travelers  rascal ’ Hal

You starveling, you elf
skin . . . . you
tuck .. ..

good ticklebrain . . ..
good pint pot

A plague of all cowards

Revolted tapsters, and
ostlers wradesfallen .. . .

vile standing

Hal

Hostess

Thieves

Soldiers

Impudent, embossed

rascal Hal
My - et beel Hal
Thou knave Hostess

«++. that trunk of

humors, that bolting

hutch of beastliness,

that swollen parcel

of dropsies . . .. Hal

As the friendship of Falstaff and Hal cools, the exchange of insults stops
between them; yet, Falstaff continues to berate servants and soldiers un-

der his command.

May the mockery, insults, smart remarks and
epithet study give an Elizabethan flavor to

blackboard graffiti.
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Communplace Book,

Venerable Teaching
Tool
Richard E. Drdek

During the Thirties, many young people could be seen carrying
into public libraries nickel composition books. Constant companions to
school children of that period, the fifty sheets of ruled paper sewn up the
spine to a stff but flexible cover held, in separate volumes, the year's
spelling work, arithmetic homework, and sometimes compositions,
However, the particular ones seen in the libraries during vacation
periods and on Saturdays were not used for schoolwork. They were so
special that some of us invested a dime in the kind that had hard, chip-
board covers. They were available in three colors; blue, green, or black,
with splotches of white showing through the color, making them look
like they were coated with towel lint. You can buy glued-together im-
itations today tor forty-nine cents, plus tax. The real one, the real com-
position book, is gone along with the nickel double-dip ice cream cone,
both of which were sold at the confectionary store near the school, The
ones offered today couldn’tserve the purposes for which they were used
before. The separite sheets glued to the cloth spine break loose and fall
out, a condition which would have been as welcoi®as sppntaneous
combustion. The stitching gave our (omposluon books % dlgmgy of a
bound volume and the same expectations of durability.

Far from being task books, these extraordinary folios were the per-
sonal journals of voung teen-agers and of many preteens, Into them each
of us copied those verses, sayings, and prose paragraphs we wished to
preserve. Like albums, they contained collections, not of things but of
ideas. They were self-consciously personal in that each collector selected
those items which would reflect the image he wished 0 project,
although we were not aware of the psychology of it all at the time. The
contents were precious, for inside each book were those things the in.
dividual valued. Mine contained a collection of the ridiculous along
with the serious, pethaps out of fear that too much of one or the other
would give the wrong impression. On the title page, the peruser can
read:

1 pity the baker,

I pity the cook,

I pity the taker

Who steals this book,
Among the notable entries there is an Ogden Nash four-liner which
begins:

1 think thas 1 shall never see

A billboard lovely as a tree,
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I must have been impiessed with achievement or I might have inter-
preted Tennvson's poem to be a call for adventure.

Not of the sunlight,

Not of the moonlight,

Not of the starlight!

O young Mariner,

Down to the haven,

Call your companions,

Launch vour vessel

And crowd your canvas,

And, ere it vanishes

Over the margin,

Alter it, [ollow it,

Follow the Gleam.
Several wise sayings of the oral language were also copied as was the
following example:

Wipe your nose,

Your brains are leaking out. _
And then there were camouflaged entries which might better have gone
into a diary, such as: '

Say I'm weary, say I'm sad,

Sav that health and wealth have missed me,
Say that I'm growing old, but add,—
---kissed me.

What miss was it, I now wonder, who had bestowed upon me such a
great honor, sometime in my thirteenth vear, that I dared to record it,
and why was I unwilling to mention her name?

Included in each collection were some of the owner's most intimate
thoughts and comments. All together the packages were self-revealing,
and we were so aware of that fact that we guarded them as il they were
shamelul memoirs. Yet they were prepared with the hope that others
would read them, Why create an image if no one could see it? We solved
the problem by exchanging them on this basis: “If you'll let me read
yours, I'll let you read mine.” Such a contract was necessary to protect
the sell-image of each copier. Having exposed one's soul to ridicule, 1
dared not chide the other's choices. Highly personal, they were the
reflections of one's mind, a wordy portrait ol one’, sell.

Like all activities, maintaining the composition book served several
needs. For one thing, building the collection occupied time, like any
hobby. What can one do without money on a rainy Saturday afternoon
or on an carly summer's evening? How could one speed the hours alter
supper in the cold winter months? Books and magacines in the home
were few. For a nickel or a dime we constructed our own personal
libraries. We captured some greatihoughts, like butterflies, and pressed
them within the covers of our copybooks, to [ree them occasionally and
let them flutter in the sunlight. ‘The medleys also served each person’s
need for a self-portrait. If a man is known by the hoaks fe veads, shen his
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library is himsell. Today's young people project themselves by the
records they collect. All ol us need something which says this is I; I am
this.

Although the copybook has been a part of the literate's world ever
since the written tonms of lainguages were invented, their widespread use
in English-speaking cultures didn't take hold until the beginning of the
cighteenth century. Known as Commonplace Books, they became a part
of almost every reader'’s library. During the reign of Queen Anne,
English literature seemingly burst out onto a lush plain. Many writers
were publishing quality material, prose works that were highly in-
dividual in style, graceful and clear. The essay, as a highly personalized
literary form, greened and bloomed. Pamphlets became the chief media,
and the most absorbing subject matter was politics. Defoe and Swift
became masters of the broadside. Steele's Tattler and his more famous
Spectator, which included the witand stylism of Addison, became one of
the earliest literary journals. Memoirs as a literary form acquired
recognition with Pepys’ Diary and Evelyn's Diary.

Comumonplace books served the special interests of those who kept
them for they organized, under different general headings, arguments or
passages appropriate to the subject. Separate sections might cover such
diverse topics as gallantry, poetry, literary criticism, love, America,
10yalty, or whatever other fare the owners wished to chase. However,
without a changing pattern in the distribution of wealth, the books may
have been thin and the brilliance of the stylists mentioned above along
with that of Boswell, Johnson, Pope, Gray, and others may not have
emetrged. The landed gentry and city-dwelling aristocracy were noted for
their coarseness, vulgarity, and general lack of interest in the joys of
education. It was the rising wmiddle class which supported the writers.
‘T'rade, as a result of England's growing colonial empire, was expanding
along with the acquisition of new territories; and as the century reached
its midpoint, manufacturing techniques were bringing the dawn of the
Industrial Revolution, With the flowering of stylized English prose, the
commonplace book captured for its keeper those exceptionally well
phrased observations and sentiments which appealed to his or her pre-
judices, like carefully selecting a bouquet of blooms from a dazzling field
of color and form,

‘The commonplace book migrated to America and took on a special
flavor by combining quotations from local writers with those from
abroad. Considering the amount ol political pamphleteering that went
on during the last quarter of the century, copiers with every possible
political persuasion didn't want for material.

As the nineteenth century ended in America, the commonplace
book served a different, vital need 1o a rapidly growing nation. It once
more became an educational tool. Echoing through the classrooms of
the new public high schools was the four thousand-year old voice of a
teacher of scribes inancient Babylonia, admonishing his scadests: *'You
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1y earnt your bread—tor every man must—sweating in the hot fields,
staning i the quanies, slaving in the mines, or von may sit in white
linen in the cool shade oban arbor and maintain the vecords of those who
boss the less fornmate. Practice, practice, practice!”

Growth in America was tied 1o growth in commerce, and as new
citizenssettled nnthis Landaas labor ton the guickly expanding conuerce,
the burcancracy of government expanded. Cities and connties sprouted
where there had been wilderness, and cach new community needed 1o es-
tablish a location tor the maintenance and storage of governmental tran-
sactions, tor commerce and government are interdependent halves of
whole. Neither part can tolerate ambignities, as Gilgamesh's teacher of
scribes once pointed out. No illegible words or phrases or numerals
could appear which would lead 0 mote than one interpretation,
Spencerian penmanship, witheits clear, rounded, and preasely slanted
letters graced the documents of government and commerce. So precise
wete those ink tracings that all appeared © be written by Herbert
Spencer himsell,

Into their copybooks the boys entered, not their practice strokes, but
the refined examples of a fine skill kept honed by continuous applica-
tion, They copied published prose and poetry which not necessarily
struck their tandies, but which were sure 10 appeal to a prospective
cmplover. A graduate's copybook was his most important credential, in
the same way that i commercial artist today carvies with hima portfolio
of his work. "The parallel is not stramed, for many of those copybooks
were indeed works of art,

Whether the copying was done as aduill for perfecting handwi iting
or tor the purpose ot establishing an image of the copier, much more was
being accomplished. The students were learing language and spelling
kinesthetically. An adult's Tanguage, written or spoken, is controtled
considerably by habit. Soas the Spencerian students betore us and we in
the Thirties copied the wit of Ben Franklin, the wisdom of Abraham
Lincoln, the sarcasm of Mark ‘Twain, and the beauty of Walt Whitman,
plus the snippets the Later group gicaned hom stick iagazine [Who
remembers Edgar Guese and Carrie Jacobs Bond? ) we were acquiring
thiough highly convolled fingers a feeling for the flow of the language,
As we caretully spelled ont vaguely familiar words, they sneaked into
our vocabulaties.

P've tried ont the idea on several occassions with tifth and sixth
graders. I made a maodel of a commonplace book, entering into it things
that Lhad copied suchia long, long time ago, and [ liberally sprinkled the
pages with the aeative contiibutions of school children, I introduced
the idea, not as a task, but as a hobby to pursue. Some ol the students
accepted it Notmany, butenough. 'mglad that I passed the idea along.
You may want to try it.

State University College,
Brockport
Brockport, New York
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Language Sensitivity?
Marjorie Drabkin

If you do not think of linguistics only as aseries of assorted sentence
diagrams, you have become linguistically sensitive and know that
linguistics means the scientific study of language. If you screech when
you examine an oral reading diagnostic test that asks pupils to supply
sounds for isolated letter symbols, you have become linguistically sen-
sitive. If you howl when you examine readability formulas that count
syllables and the length of sentences without considering syntactic com-
plexity, then you have become linguistically sensitive.

Roger Shuy finds it incredible that “the training of reading teachers
has proceeded, to date, with practically no emphasis on training future
teachers t¢ hear, distinguish and analyse the language that the child
brings with him to school, and to which most of his reading will
relate.””! He further inveighs against “certain unfounded language
stereotypes' that are perpetuated in teacher training institutes—that the
disadvantaged child does not use language in his home and that he is
nonverbal.2 Teachers know so little about nonstandard dialect that they
have repeatedly faulted pupils on oral reading inventories for pronun-
ciation and grammar, when actually these pupils were translating the
text into their own dialect.

Just recently Kenneth Goodman has been subjecting reading to a
linguisti »ly-oriented scrutiny. He finds it amazing that children have
learnea 1 s=ad at all, since adults broke the language up into such
splintered and difficult abstractio. s.* A perusal of phonic rules will cer-
tainly place us on Kenneth Goodman's side.

Linguistic sensitivity is seeping rapidly into the whole reading
scene, but it will take time. There are, however, other areas that demand
linguistic sensitivity.

(f you stop short just before uttering the word denigrate, you have
hecome linguistically sensitive. Denigrate was a petfectly respectable
v.ord until we became aware of cultural bias and how it influences the
way we view the world. The Latin stem of denigrate means to blacken.
Black in our culture has carried a pejorative meaning—to tarnish, sully
or defame. Black is often associated with evil, Witches are clad in black,
and we refer to the “black sheep™ of the family. Black satin is seductive
and suggests the tempta ‘ons of Satan—and of evil. Those of us who
have become linguistically and culturally sensitive now refuse to use a
word that is prejudicial to our black brothers and sisters. ‘

T'he intensive linguistic study of the past few decades has finally
shaken loose the stranglehold of traditional English “Latinate” gram.
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mar oreon English classtooms, While in some cases grammar has been
abandoned entirely, inothers where teachers have been made sensitive to
Language, the aeention of students is being directed o the structure of
English. These samic linguistically sensitive weachers are beginning o
discover that they cannot teach what had been characterized as “correct”
English. For one thing, we all speak a dialect. Perhaps it is the standard
dialect, but we have discovered that the nonstandard dialect speakers in
the class are not speaking bad grammar, buta highly complex language
that has its own structural rules, and that has evolved because of
isolating a peopae from the mainstream of standard dialect speakers,

Probably the only way w become linguistically sensitive is to study
the history and evolution of English, and if possible, that of other

languages. For a long time it seemed to many of us that the rules of

English were handed down from the mountain.

Studying the history of English makes us acutely aware of the pure
arbitrariness of spelling. During the great age of Shakespeare everybody
spelled as he pleased. After over three hundred years of fruitless discus-
sion by English pundits, Dr. Sanuel Johnson finally decided to put
some order in this area. Hisnotions of spelling did not seem quite aceep-
table to Noah Webster, however, who in compiling a dictionary for
nincteenth century America, decided that American spellings should be
different from those of Englund. For this reason we have honor instead
of honour, defense instead of defence, and advertise instead of advertize,

Punctuation also underwent a variety of style changes. In contrast
to the semi-colon studded manuscripts of the prior centwies, our prose
seems 10 be evading even the comma. There are stilt 1%, we who recot! i

horror at the sight of an ampersand in formal wri:. S AL oo had
been perfectly respectable in sevenwenth and thcentury
manuscripts. Modern poets have revived it, ‘proby, a state of
tebellion.

If you feel that our language is sliding downhill, and if you simply
cannot stand “like it is," you will discover that usage is the ultimace
creator of all language. [tis 1o the credit of Dr. Samuel Johnson, who set
out to write a dictionary to purify the language, that af* 'r eight years of
drudgery acknowledged that nothing can prevent language change.’ Yet
a prospering cafe restaurant at Vincoln Center in New York City was
forced to change the word “saloon™ in its name to balloon. Those who
demanded it probably never knew that saloon originally designated a
lurge hall, and that the ;vog shops had borrowed it to give class and
social status to their establishments,

‘Those who have become linguistically sensitive have also dis-
covered that language is behavior and that language controls behavior,
What is most lisconcerting is finding out that man's ability to use
language for strictly informative purposes was developed relatively late
in the course of linguistic evolution, and that the tone of voice influences
us much more than the actual content.’
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Social conversation is largely presymbolic incharacter, The preven-
tion of silence is itsell an important function of speech. Itis completely
impossible for us inasocial group o talk only when we have something
to say. We voice opinions on the weather and pick things on which we

e fainly sure there will be general agreement. Each new agreement, no

nminter how commonplace or obvious, breaks down barriers of suspicion
and mistrust. People have always been uneasy with what is strange to
them. Actually this presymbolic talk is like the cries of animals, a form of
activity, College cheers, community singing, and other collective noise-
making activities are examples of the presymbolic function of language.
These noise-making activities assure people that others are just like
themselves.

Asection called "For the Members'™ in the April 1974 English Jour-
nal, published by the National Council of Teachers of English carries a
message from Walker Gibson and reviews the accomplishments of the

. Committee on Doublespeak. The present chairman of the Doublespeak

Committee Dan Dieterich of the University of Ilinois is co-author of a
useful ERIC RCS Report on Doublespeak. ‘That report appeared in the
October 1973 English Journal. Four bouks by committee members will
be published so as to reach secondary school and college teachers with
practical - materials, Dan  Dieterich  himself has written on  the
phenomen: n of euphemism:

We e witnessing in our time an expanding elfon on the part ol powerful leaders in
the sutiets tcon the dricenty by choosing particular names for unpleasant orunjust
vvenls . ... Disadsantiged (not black, not poor, not ignotant). Inoperaive (nol
fabricated, not lying, not even istaken;. it support (not bombing, notmurder).?

In commenting about Watergate, Dan Dieterich notes that in our
present climate illegal acts are renamed “inappropriate,” a burglary is
an “entry,” and bugging somebody's telephone is referred to as
“intelligence gathering.”10

In this world of lying, it is our duty as teachers to make pupils sen-
sitive to language devices that influence their feelings and sway their
minds. The same literary devices used in great literature may be used
clsewhere for other purposes. The human species finds pleasute in the

“repetition of similar sounds, as in catcby titles or slogans. The repetition

of grammatical structures has the same effect:

First in war

first in peace

first in the hearts of our countryment!
At this point we expect the flag to unfurl,

We are emotionally influenced as well by rhyme, alliteration,
assonance, crossed alliteration, and the subtleties of rhyme. We admire
periodic sentences, in which completion of the thought for dramatic
effect keeps us in suspense. We are stirred by antithesis—-strongly op-
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posed notions laid side by side in parallel phonetic or grammatical con-
struction. The political specches of John Kennedy were filled with these
sharp contrasts,

Metaphors are not ornaments of discourse, but expressions of
strong fecling, and when they become overused, we call them clichés and
push them into disuse. Slang, based on metaphor, vividly expresses
people’s feeling about lite and about the things they encounter in life.

Allusions work as an affective device only when the hearer is
familiar with the history, literature, people or events alluded to.
“Vhenever a group of people—the members of a single family or
members of a whole civilization—have memories and traditions in com-
mon, extremelv subtle and efficient communication becomes possible
through the use of allusion. (We may wonder about the discarding of the
classics by the off-beat generation. Perhaps this is to cut off communica-
tion.) Dictators have been known to rally the people by recalling events
of past greatness, ' ‘

In addition to these devices thereare others. Authoritative language
is used to influence rather than be understood. Such writing is
characteristic _of  bureaucrats  and  writers of official reports.
Authotitarian language has its stereotypes, which are designed to im-
press, but its success is probably caused by a quirk of human nature, the
willingness to accept complication for profundity.'? It has been noted-
that no bureau chief in Washington today would dream of submitting a
position  paper without getting the words "posture,”  “thrust,”
“counterproductive,” and “parameter” into his text somewhere. '3

The passive voice is used to escape responsibility, to cover up the in-
significance of the actor, or to conceal the actor. It seems safe to state that
one reason the passive voice has survived is that it enables the operator to
be noncommittal. !

The language of intellect may appeal to the learned few, but even
then can we be sure itis unbiased? The writer selects his facts and detail.
and this can result in slanting. In fact, what people state often reveals
more about themselves than about the subject, This kind of biased
slanting is not uncommon in private gossip and backbiting. We do not
expecttofind it, however, in our newspapers and magazines, We have no
way of really finding out what the facts are. Slanting can best be describ-
ed as a technique of lying without telling any lies.

Acquiring language sensitivity is probably necessary for survival,
There can be no real reading comprehension without sensitivity to
language and its effect on behavics. As English teachers we tnust make
all students aware of the devices used in language to intluence human
behavior in all arcas of communication—in speech, in print, and
through the media. Teachers must also make students aware of the
sociological implications of nonstandard dialects, regional dialects, and
social dialects, Language has been a social and economic weapon,
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hiough the media it can become a dangerous political weapon: The
least we can do is to become tinguistically sensitive,
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Are The S.A.T.’s
Telling Us
Something?

Jerome Carlin

The continuing decline in high school students' scores on the
Scholastic Aptitude Test may be saying something to English teachers.
On this test, sponsored by the College Entrance Examination Board and
prepared by the Educational Testing Service, the annual scores for both
verbal and mathematical skills have been skidding steadily downward.
In the lastdecade the verbal aptitude mean scote has dropped from 478 to -
445. Although the teaching profession does not usually scrutinize the
S.AT, averages with the same dedication as stock investors watching
Dow-Jones, teachers can now see in the S.A.T. results an equally
thought-provoking indicator.

When the Dow falls, the analysts want to know what's behind the
slippage. Is it justa technical reaction or a really meaningful response to
economic developments? And what should everybody with a stake in the
market and the economy—from the corporation executive to the
manager of a pension fund—do about it?

Those who have a stake in the educational areas covered by the
S.AT.'s have reason to ask their own questions. If each year the test
results of more than a million students continue to extend the curve of an
unbroken decline in verbal skills, then English teachers ought to be ask-
ing why. Are the kids less intelligent than they used to be? Have the tests
become progressively more difficult? Were the tested students a less selec-
tive population—less of an elite—as the years went by? Have social and
cultural aspects of the American scene—such as the often decried erosion
of the work ethic—made children, like their elders, less willing to work
or study hard, less impelled to scramble for competitive success? Or have
teaching and learning from kindergarten through the twelfth grade
gradually become less effective in the tested areas?

“For some of these questions definitive answers may never be arrived
at; for others the only immediate answers are subjective judgments, On
two specific matters—the comparability of the tests and the relative
stature of the tested groups from year to year—some limited light has
been shed by officials of the Educational ‘Testing Service and the College
Entrance Examination Board.

In a front-page article discussing the declining S.A.’T, scores, The
New York Times attributed to E.'T'.S. a statement that the examination
“changes little from year to year in the kinds of questions asked.” That
assurance gives support to the validity of comparing test results during
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the ten-vear peniod of the downward curve: the likelihood seems remote
that the questions, though ol the same Kind, tended withoutesception to
be more difficult with cach passing year when the mean score invariably
declined. In the same articte the Ties also reported some judgments on
the quality of the student population. Dr. William W, Turnbull, presi-
dentvot FLUS was citedas believing thata decide ago the tested students
were amore select subgroup.” D Furnbullsaid, " As the percentage of
those secking higher education has risen, much of the increase has of
necessity come from the middle and lower parts of the scale, driving
down theaverage.” But an official ot the College Board, " who asked not
10 be identitied,” held a contlicting view, He reported, according 10 the
Tomes, that the number of students taking the SACT, had leveled off at
about one million several years ago and that the explanadion regarding
incteasing numbers taking the test might not e as sound as it seemed at
tivst,” And "itmight be tinve 1o start thinking about the possibility that
clementary and secondanry schools are not preparing students as wetl in
verbal and mathematical skills as they did in former vears.” |

Although the limited skills measured by the S AT, are by no means
the whole ot what is learned in the English class, they are an important
part. I we tentatively accept the possibility of a genuine decline of the
learning ot those skills by a significant sample ol the high school
population, can we zero in onany developments that perhaps were con-
unibutive?

At the secondary level the past decade saw our instruction breaking
out ol the structured, sequential English curriculum, “Schools are
prisons,” some crities had been sayving, “and oo much of what you

‘teach, the Kids don’t see as relevant o their lives.” Although often

characterized by sensationalism and overkill, this eritical attack carried
cnough wuth and weight o generate productive change, In English
lasses the topics students talked and wrote about became carthier and
closer o the realities they perceived and cared about, The works they
were encouraged or allowed o read came nearer 1o being in the
nuinstream ol current adule reading,

Our teadership, meanwhile, had no thought of abandoning the
English curriculum or of giving up the unending process of curriculum
tevision, Curriculum writers—and I was one of them during this time—
emphasized in bold type that their sequences were not meant to be sivait-
juckets, Nothing of course was really novel in that, for the oldest teacher
on the faculty will tell you that cach newly published state or local
cutticulum bulletin arriving in a school has always said: avoid slavish
adherence to these preseriptions; adapt them to your students’ needs; feel
tree to be creative,

The ditterence this time sprang from a more relaxed coltural
limate that had its reflection in the schools, Here and there the rap
sessions of group therapy and the verbal interaction of encounter groups
were minored in the daily dasstoom discussions, ‘The spontaneity of
Happenings crept into the activities inside schoolroom walls, The walls
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themselves tell away e the schools of i few conunmunities, and students
went outside to pursue their studies. Teachers and students were free at
fast.

Into this scene came electives with all their favorable vibes, Nota
few English departiments issued questionnaites asking students what
courses they would like teachers to give in the following year, The kids,
by and large, 1esponded with enthusiastn, And if it was also liberating
tor teachers, it was revolutionary tor the English curriculum as applied
in the classtoom, In September one teacher mightarrive with anattache
case stufled with plans for a tully structared course on filmmaking or on

*the American scene ot on marriage as novelists see it, Another faculty
member, with no luggage other than a few general ideas, might plan the

clective course entirely with the class from the opening bell onward,
Cunticulum restrictions were necessarily loosened or waived. Where
were the no-nos of yesteryear? '

Whether committed to electives or not, schools and teachers tended
to liberate themselves from long-established holies regulating subject
matter, materials, teaching methods, and the proper ambience of an
English class. Even lesson plans, or the attitude toward them, became a
source of tuture shock., I recall one high school principal’s complaining
of an English teacher who persisted in preparing lesson plans “inentire-
Iy too much detail.” She had to hang loose or wing lor it

Throughout this period, however, some thinkers were doubtful
about the trend, raising questions about the quality and quantity of
learning that would take place in a setting without solid structure,
Besides, as every schoolteacher knows, even a good trend once started
tends to gain speed along the educational glory road until itis past safe
'mits. Those who [avored the freedom movement were not unmindful
of the dangers. When promoting electives in New York City's high
schools, for instance, the central board's Bureau of English issued a
statement urging teachers to weave into their courses, so far as possible,
all the strands of the curricuhum: reading, literature, composition,
speech, and language. A similar concern was evident throughout the
country in publications and panels on electives and open education.
‘T'he risks taken were not uncalculated.

What the decline in verbal aptitude results on the S.A T, may now
be signaling is the need for a reassessment of whether current English
teaching has in fact reconciled freedom and discipline, Our theory has
been that in the laboratory atmosphere of a freer, more open kind of
teaching and learning students would make greater gains in all aspects
of English, We need to take a hard look at whether that is so, notably
through research, testing, study groups, and conferences. Where such a
reassessment will take us is unpredictable, Certainly too much would be
lost by one of those 180-degree turns common to schools and society, At
this moment our English classes have moved closer to the stream of con-
temporat - life. Few of us would want to lose that, Nor would most
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English eachers approve a navigational correction steering us toward
bread-and-butter skills as the only properdestination. There was never a
time when the English class could serve more rewardingly than now in
our students’ search for humanistic values.

Reassessment and reditecuon, yes, Reactionary reversal, no.

Brooklyn, New York
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(N)ever Write like (?) You
Talk: Teaching the
Syntax of Reading
and Composition

Harvey Minkotf

—Do you wish to write poetry?

—No. no. Not poetry.

—Ah, then prose?

—No. Not prose and not poetry.

—But it must be one or the other.

—\Why?

—Because there are only prose or poetry.,

—Only prose or poetry?

—Yes, sir. Whatever is not prose is poetry; and
whatever is not poetry is prose.

—If someone speaks., . .what's that?

—Prose,

~—Really? When 1 say *Nicole, bring me my slippers
and nightcap’. . . that's prose?

—Yes indeed.

—Well! I've been speaking prose tor more than forty
vears without knowing a thing about it

Molitre, The Bourgeots Gentleman.

When the teacher of Molitre's Bourgeois Gentleman triumphantly
shows that " Nicole, bring me my slippers and nightcap™ is prose, he is
the type of numerous composition teachers who tell students to write the
way they speak—and are then mortified at the result. For, while being
natural—or writing like you talk—is a first step in overcoming the com-
mon paralysis induced by expanses of blank paper, it is hardly the same
thing as writing mature prose. Quite to the contrary, in fact, mature
writing contains any number of conventions seldom or never found in
mainstream native speech. And if this is not readily apparent to many of

«us, it is because long intimacy with writing has changed elements of our
speech—removing it from the mainstream. Thus, even if it might be
acceptable for us to write the way we speak, it is certainly not acceptable
for our students to write the way they speak. And we don't write the way
we speak, anyhow.

While most teachers intuitively feel that this is true, the depth of this
feeling is usually limited to such insights as the following, taken from a
fairly recent textbook for prospective high school English teachers:

V8 i
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“Theactobwritmg, by vittue ot its penmanence and especially its separa-
tion {rom the reader, demands muach more careful attention than
speech L Unless sentences as well as paragraphs teveal a sure grasp of
concepts and their relarionships, a reader may become either confused or
disinterested.”™" Thus, the tors-nine page chaprer entitded “Written Ex-
pression”™ discusses the natare o thetorie and clear thinking, but has
only one sentence on thedistinetive constructions of writing, the sugges-
tion that teachers “emphasize especially the free roun cluster, the non-
restrictive appositive, the verbid clauses and absolutes. .. ."2 Yet even
this little is preferable o the apparent contusion of rhetoric and struc-
ture that seems to have morivated Karl Wallace's remark in “Towards a
Rationale for Teachers of Wiiting and Speaking” that "whether one is
writing or speaking he is subject 1o the sime conventions of grammar,
syntax, semanties,” based as itis on the assertion that “the purpose and
method of a composition wield Larger and more significant eftects on
style than the medimm, , . the pervasive influence of purpose and
method extends to the narrowest aspects of style, even 1o the mechanics
of handling the sentence.™ Now, while some aspects of mechanics are
purely stylistic, others are undoubtedly functions of the medium or con-
ventons of writing itsell,

Among the first scholars to systematically investigate variable usage
in America, John Kenvon distinguished between levels which, with
their connotation of higher and lower, refer to value judgements and
varieties which refer to functional adaptations to differing contexts.* He
thus recognized intersecting vertical and horizontal parameters labeled
“Standard Substandard™ and “Formal Informal” respectively. Unfor-
tunately, within his cultural category Substandard’ he includes the
Molidrean term “illiterate speech.” Terminologically more careful,
Martin Joos does not mix litevacy with speech in The Five Clocks, in
which he posits Hive situational varieties of spoken English—intimate,
casual, consultative, formal, frozen—characterized by such things as
complexity of sentence structure, expectation of feedback, and the
speaket's estimate of shared experience with the hearer, Morcover, Joos
argues thar these varieties exist in the speech of all adults—intimate and
casual even in the speech of the most educated and sophisticated, formal
and bozen even in that of the uneducated and unsophisticated. And that
he is correct is obvious to anyone who has ever thought about what, at
one extteme, motivates the deformed tormal syntax and vocabulary of
muanicipal service enployees and blue-collar workers being interviewed
on television, or why, at the other extreme, saying that someone "talks
like a book™ is not a compliment.

Extending this approach o prose, Henry Gleason Jr. shows, in
Linguistics and English Grammar (pp. 367-373), how situational
varieties of writing parallel, though by no means coincide with, those of
speech, In fact, two of Gleason's major insights are, one, that the very
narure of writing precludes the existence of an “intimate'’ register, and,
two, that “informal™ writing, though functionally equivalent to
“castal” speech, is structurally closer to the more formal *consultative,”
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Fot as Robert Allen notesabout hisown work in English Grammars and
English Grammar (p. 158): ", saving that this is @ granunar of written
English is not the same as saying that it is a gramumar of fprmal English,
Written English includes all the Kinds of English that appear in
writing—informal as well as totmal.”™ And, going one step further, we
should realize thai, while all speakers and writers have functional
viwivties, the specific ~ttuctural details will vary; tor those ot us whose
lives center on literacy, consultative or even casual speech may adopt
some of the features of writing, perhaps becoming more structured and
consciously stylistic than even the writing of many lavpeople. But this
does notdeny the et that cach person’s speech ditfers from that person’s
writing,

Itistoberegretied, thetelore, that so tittle has been done to fitl in the
linguistic details of these varieties i mainstre;un usage and even less (o
study their consequences to the English carricalum Yetit would seem
to follow that if there are written structures not found in speech, they
will not be learned during nonnal childhood Linguage acquisition, And
il this is true, then learning 1o read and write, for example, is not merely
learning the correspondence between aural and visual symbols; it is
learning the syibols ot specitically written—and therdore previously
unknown—Ilinguistic clements, the absenee of which at least partially
accounts for the unaceeptable compositions of students who write like
they talk. O1 coutse, in theory this has long been known by linguists, W,
Nelson Francis, for one having pointed out twenty vears ago that “to a
greater or less degree, the child who s learning | to read is alws en-
countering a new dialect, o Even in the mininumn case, where he has
always heard standard English carefully spoken, he will find words,
idioms, and constructions in his reading materialy - atare seldom if ever
used in ordinary speech,”

Since the ditference between one's active and passive vocabulary is
so well-known and since vocabulary envichment is such an entrenched
partof English programs, nothing more needs to be saidabout the words
and idioms of writing. But it is worthwhile to ook more closely at the
syitactic constructions of even semitormal writing that are seldom it
ever used in ordinary—that is, casual and consultative—speech,

‘Fhe most obvious atea of contrast is punctuation. While it might
intuitively seemn that punctation in writing corresponds to infonation
in speech, we can readily see that this is not e, thatin factmuch pune-
tation signals specilically written syntax. For example, though many
commas represent pauses, there is no analog in speech o the commas
appearing in such a series as

Fvery Tom, Dick, and Harry has cotlee, toast, bacon and eggs for
breakfast.

Indeedd, it there isa pause in this sentence itis between fHarry and has, the

end of the subject and the beginning ol the predicate. And there is no
punctiation there, Moreover, though many pauses are marked by
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periods, there s no analog in speech o the ditference between a period
and a semicolon, Foras Charles Fries shows in The Structure of English
(pp. 10-11, even o English teachers the difference is one of widely vary-
ing personal preference. Clearly, these conventions must be taught. And
in general they e

But now consider the dash, This device wreaks havoc on the reading
of college treshmen and is alimost nonexistent in the writing of my
graduate students, Moteover—or, perhaps, this is a cause, not a con-
comitant fact—it is barely nodded at in most grammar texts and
downgraded where it is mentioned. Thus, one of the fullest discussions
that I have tound ma high school text contiains the widespread cavea
that "over-dependence on the dash., . credaces its emphatic effect and
suggests a lack of maturity and restraint in the writer's style. ™ So too the
fullest discussion in a college wxt refers to the dash as “one of those ex-
pository aids best monitored by restraint,”'? Yet, though both texts are
less than ten years old, as long ago as 1948, George Summey Jr., in
American Punctuation (p, 162), noted that in his survey of the most
respected periodicals and columnists of the time *the most frequent in-
terior nak except the comma is the dash,” occurring in 8.6% of the
sentences surveved. And inmy own very informal check of these figures
against mote recent sunples, dashes appeared in about 20% of the
sentences on the editorial and Op-Ed pages of the New York Times and
in the reportage of Newsweek, And horror of prescriptive siylistic
horrors, Newsweek (March 11, 1974) even had this paragraph—slightly
edited for brevity—in which each of the five sentences contains a dash:

1 he scaled report, witten by the prosecators and ceated with the grand jury, was i
guide o the questions they thoughtsoniebody should ask the President; they saw only
one altesnatise lotnn—a cowrt of impeachment, The grand jury, Newsweek learned,
shuned the prosecution’s beliel that—bad for his station—=Mr, Nixon ought to have
been answenitble o some soit of aiminal dunge, This condusion, according o
Newsweek's sources, tined kugels onevidence—presumably including the March 21
tapus=—that the Presidentat least knew ol the hushenmioney payments. The prosec utors
behieved M. Nixon was accordingly hable ata minimun o a charge of misprision of
@ lelony —Enling erither o report o stop the commiission of i crime. But, one source
told Newsweek, they telt the evidence wis stronger than that—strong enough w
cimesh the Presidentas a knowing party to the coveraup.
[tis certainly significant, morcover, that all of these dashes signal con-
structions that do notseem tohave Cose analogs in spoken syntax, being
expressed instead through additional sentences or explanatory phrases,®
Also apparently Licking analogs in mainstream speech are the four
phrases set off by commas. The firstone, "written by the prosecutors and
deared with the grand jury,” is a non-testrictive maodifier—one of the -
most pervasive features of mature writing, but probably unheard (of) in
mainstream speech, being used only by highly literate people who have
bortowed it from writing. As English teachers, we have all measured out
our lives with lessons on nonerestrictive modifiers, so no additional
testitnonials are needed of the difficulty students have with this con.
struc tion, But it should be said that the probable cause of the ditficulty is
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the absence-of the construction i speech.
On the other hand, any difficulty connected with the last set off
phrase, '
But, one soutce told Newsweeek, they tel,
arises from its similarity o the spoken tand written)
But one source told Newsweek they felt. ...
For, since the two constructions seem to be either identical in meaning
or only insignificantly different, itmay appear that the two are actually
one. School grammuns tend to list this type of structure and the other two
set ol phrases in the sample as either expletives or parentheticals; but
they are surely a much more integral part ol the sentence than a true
parenthetical, and one’s linguistic intuition rebels against classing them
with “yvou know™ or expletive there and it. A better analysis is that they
stand midway between direct and indirect quotation and that they are,
paradoxically, embedded independent structures, But whatever name is
given to them, they certainly seem to represent a construction uniqgue to
writing."
Related to these non-restrictive moditiers is the appositive adjective
phiase, for example, :
. The stuanger tall and menacing petted the pussycat,
This differs trom the classic non-restrictive modifier because there is no
contasting restrictive:
X The stranger tall and menacing petted the pussycat,
Moreover, it seeins to be limited to true adjectives; present and past par-
ticiples functioning as adjectivals do have therestrictive non-restrictive
contrast:
‘The wam battered and beaten was ours, .
T'he team, battered and beaten, was unbowed.
‘The politician hemming and hawing is our Congressperson,
The politician, hemming and hawing, answered the question,

Though all three of these adjectivals can be attributive to the noun in
speech, in writing they can also be attributive to the noun phrase. Thus,
both speech and writing have the following:

The tall and menacing stranger. ...

The bauered and beaten weam., . ..

‘The hemming and hawing politician. ...
But only writing has:

Tall and menacing, the strangr. ...

Battered and beaten, the team. . ..

Hemming and hawing, the politician....

Superficially similar 1o these are such participial absolutes as
Having linished dinner, we left. :
Yet, while the previous group are clearly adjectival, this construction
may actually be a sentence adverbial, as may be seen by comparing the

following sentences;
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Stnhing broadly, we let, cadjectivah
Finishing dinner, we lete cudjectivals
Having linished dinner, we lett. cudverthial?)
Alter we Limished dinner, we let adserbiabh
lgnoring the prablem ol nomendbinne, howeser, s clear thacondy the
last example s hikely o ocom e speech; the others, i contrast, e sary
comnuton i writing, as i these passages biom The New Yorker (Macch
18, 197 by
Sitting at the prano, he sang inasoltt hinitone, Aty doing the stan-
dands, he sang several songs he had written himselt,
She blushed tuniously, appiatenthy iaving hoped 1o getaway with
anonimity.

Moreover, the verh phiases “having hoped™ and “had written”
bring us 1o another e ob speech wnting contrast—the tull ase ol the
auxilianies, 1o is theotetically possible 1o produce a seqguence ol anx-
iliaries hike “might have been being eaten,” which cowddappear msuch
dosentence as

Uhe ten ittion and Hirse hamburger might have been being eaten at

the very mowmenthat they wercannouncing that the ten billionth
had been caten.

OF course, such extreme examples are not common, but, in ger.
wiiting contains morecomplex ausilianies than speech does—espectad,-
in signaling sequence of tenses, Phus, “songs he had written® we, +
probably occur in speech as Usongs he wrote™ and “having hoped ™ as
“since she hoped.™

This is not o say thin the sy nas ob wriving is necessarily mese come
plex or more dithicalodin that ol speech As Willim Norris says, “kx.
pository writing makes use ol a mote himited range of sentence types
than speech. Statements predominate; questions are varer, . edited
written Enghishis wore regubarand ‘correct o, 1 Partof this regulari-
tv obvioushy compensites tor the speaker-hearer intetaction that serves
to ceanr thangs up incspeech. But this is not the whole explination, For,
while there can be no disagreament widh Kellogg Hunt's goal of prose
that is "incapable of being misutiderstood even on a first reading,*'0
sonte specifically written consuncnons are incapitble of being so read.
Onesuch is the “Not this, but that” construction, which corresponds to
the *Fhis. Not that™ ol speech, and whose conclusion must be read
betore the beginning can be understood. For example, the beginning

Not the cost of lood, but, ...,
nuy be tollowed by thiee ditterent tvpes ol phrase, cach requiring a
ditterent reading ol “cost ol tood'™:

Not tire cont ol food, bat its quality bothers people.

Not the cost ol food, but the cost ol housing bothers people,

Not the cost of food, but the quality ol lile bothers prople,

But evencit there s no simple explanation as to why wiitten syntax
is ditterent honspoken, there can be no doubt that i is ditfetent, And
this differen e has obvious consequetices to the English catriculum, to
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the teaching ot reading, composition, and literatue,
Il as it is rcasonable o believe, learning 1o read a previously
mastered construction is casier than tenming o read and lewning » w
comstructions simultancously, then beginning reading materials ne
beaccordingly designed. A evenmore important, readiog must be ap-
proached as a continuing process of Tearning o decipher increasingly
mote complex and more sophisticated constructions—not merely in the l
clementary grades, but thiough high school and perhaps into college
literature conrses, 'This suggestion is hardly radical, and, in fact, many 1
schools think that this is what they are now doing. Yet they cannot be do- !
1
|

ing ity since a taxonomy ol syntactic dilficulty—analogous 1o the
namerous graded word lists that exist—has never beein developed,
Moreover, many people seenito think that such an approach is not need-
e, sinee they learned o read without it The answer 1o this objection is
that it may be true that it is possible, despite all obstacles, 10 muddle
through and Hinally learn o read: but wouldn'tivhe simpler to approach
askillsystematically, o bealerted o the lurking obstacle hefore tripping
over it?
' Thissame elementoletficiency can beapplied to waching composi-
4 tion Hreading is passive recognition ol symbols, then writing is the ac-
tive ptoduction of them:and the most eflicient way to teach composition
s o introduce new constructions through readings and then require
them in students” writing. This is the basic lormat of ahnost every
areative writing cowrse and lreshman anthology, but it is 100 often i
limited to rhetorical figures instead ol including such non-"creative™ . !
Jreds s osentence stractuare,

A of which leads 10 the English eacher's fivst love—literatute, i
Though we want owr students to read great literature, 1o understand it, |
to appreciate it and ultimately to make its lessons part of their inner
beings, we seldom succeed in getting them to read it And this is because
they do not understand it. And though part o the wouble is theme,
character, and imagery, a much more significant part is syntax: the
language that they are reading is not the language that they speak. But
my own controlled experitents show that teaching them the language
ol literature notonly itnproves their understanding, it increases their ap-
preciation: my experience with high school and college students, with
Shukespeare iand modern authors, has been that students ae actually ex-
cited about the minutiae of grammatical analysis when they see that it is
one ol the paths 1o a new world of ideas and enjoyment. 12

And enjoyment is a central aspect of the dynamique of mature
writing. The fanction of most speech is strictly utilitarian: its purpose is

F to convey information. When its purpose b gins to inelude impressing
the audience, speech moves toward some ol the conventions of writing,
In contrast, almostall writing includes as part of its purpose the desire to
; impress the audience==since if they are notimpressed they will not read
| con. Morcover, wher meeting a stranger, we can never be sure of his

Language skills, and must act accordingly, But certain assumptions are
almost always in order about unknown readers: they are not the televis
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sion genetption; they hive chosen o master i skill, and can thercfore be
expected th know and apprediate its conventions. It is this, tLen, that
causes thegyntax ol writing to differ from that of speech. Tl syntactic
constructions are not necessarily clearer or more logical; the avesimply
the rules of a game, on, perhaps, the conventions of anart. The writer
knows them, and knows that the reader knows them, The restis playing
the game. And with this in mind, the reader is invited toenvision this es-
sty as it speech and see how much would have to be changed—from the
visual word-play in the tide o the creation: of dynamique in this
paragraph. ‘
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On Teaching
Augustan Poetry

John K. Sitter

During the Lastclass on the Rape of the Lock a bright young woman
in the biack row asked, " Why did Pope bother o write this?** 1 found the
question particularly disconcerting because the questioner was not be-
ing perverse, but clearly was being frustrated, and because other students
seemed to share her puzdement. (Phe narrative pauses here, while the
reader suspects that the instructor repeated the question o gain time,
then paced, thenanswered neither wisely nor o well.) Several days later
it occurred o me that she would not have asked why Donne bothered o
write The Extasie or why Wordsorth wrote I Wandered Lonely ds a
Cloud. He must have been lonely as a cloud, as Donne must have been
costatic. But what was Pope's “hother'?

The question cannot be answered as it should be by referring 10
Arabella Fermor's hair or o John Garyll's request that Pope patch
things up between the families. Tuis really a question of what constitutes
the occasion ol the poem—where imaginative and historical facts
converge—and thus becomes a question about the nature of much
Augustan poeuy. Mac Flecknoe. Absalom and Achitophel, many of
Swilt's poems, the Dunciad, all raise this question for post-Romantic
undergraduates if not for postgraduate neoclassicists, I'he question
does not arise with all poems of the period; those which can be read
(or misread) as wholly private or wholly publicdo not seem to presentas
inuch difficulty, No one asked why Dryden wrote To the Memory of Mr.
Oldham (“They must have been intense friends,” one journal entry
began); but other poems of praise (of Congreve and Anne Killigrew)
scemed oo impersonal.” Poems which might be taken as even more
impersonal, however, and which would presumably arouse more
tesistance, have generally aroused less. 'The Essay on Man or Rochester's
Satyr Against Mankind do not seem to raise skepticism about the poets’
legitimacy: the Epistle to Arbuthnotand Perses on the Death of Dr, Swift
da,

Private personality is tine; public impersonality is, if not so fine,
quite all right, Teis the intersection of personal and public wuths that
wetns 10 be most problematic, For many students that intersection is fre-
quently the scene ol collisions or annoyed braking, The assumption,
then, is that poetry should be entirely personal and sineere if it is going
to be personal at all. Students were particularly distrustful of Dryden’s
“sincerity' when, indiscussing Mac Flecknoe, 1said that he did not hate
Shadwell. Sincetity would have covered a multitude of sins, including a
Lack of charity, “Petsonal™ is similarly defined more in self-referential
than specilic terms: itis somehow more personal o say that the world is
too much with us than that its Shadwells are,
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1 am generalizing about student predispositions of course. Many
students are caught up in the Rape of the Lock from the start, respond-
ing to its fiction as to 4 Midsummer Night's Dream, and regarding
questions of occasion or *purpose’” as odd or even irritating. Since Pope
was at least half serious about his sylphs as “secret truths, from learned
pride concealed,” Tdo not think this response would displease him. But
the Rape of the Lock is easier to regard as pure fantasy than most
Augustan poems.

‘T'o despair over the decline of taste or to say that the average college
student reads Rod McKuen “for poetry” is not much o the point.
Students do have a particular difficulty reading Augustan poetry, and
the reasons have less 1o do with the natare of its refinement than with a
contemporary sense of what does or does not constitute a poetic occasion
and a poetic pevspective. Gontiary o my expectations upon leaving
graduate school, Thave yet o encounter an undergraduate who disliked
the Essay on Man because itis “dry™ or “rational” or *abstract.” Several
students in sevezal classes have describied @t as "mystical” or have drawn
connections with Plato or, more often, with Eastern philosophy. There
is an irony here, of couse, in thatsome of the enthusiasm stems from the
fact that many of Pope's traditional ideas are full of novelty for post-
Humanist students; the Ghain of Being is a missing link in their intellec-
tual backgrowids. Butanother irony is that their response is often wuer
to the poet than that of the teacher who explains dutitully that Pope is
versifying neoclassical doctrine. There is, after all, something mystical
in the poetic conviction that everything is linked to everything and in
the cryptic linguistic compression used 1o insist that many things are
really one thing, This is not o regard Lovejoy and his successors as kill-
joys for having traced the geneology of central ideas, but simply to urge
that our attention to geneology not blind us to areas of contact. It does
not take much prodding, for example, 1o allow students to discover the
basic affinity between Pope’s rejection of the “anthropocentric
teleology” and contemporary ecological revaluations of man'’s place and
prerogatives,

[ stress the philosophical example of the Essay on Man because it
seems o me a clear refutation of the argument that Augustan poems are
difficult 1 wach because of the purely intellectual differences between
Now and Then. Too much is made of that. The problematic difference is
poeticc “Pope  sounds so arrogant”. “He's condescending  and
preaching.” “He's justsitting up there, feeling superior.” The last state-
ment is potentially the raost interesting, since at this pointone can ask
how feeling superios differs from feeling isolated or alienated of, for that
matter, lonely as a dloud. ‘The question is not rhetorical, butneither is it
meant to elicit instant answers. Eventually it emerges that one discome
fort is that we are not allowed to feel sorty for the poet, by which I mean
and T hope more pedagogically than perversely) that we are not allowed
to feel superion to him. Nor does he allow us to regress into emotional
irresponsibility and warm oblivion, We can’t mother and we can't
suckle. ' :
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‘The fact is that Augustan poets tend o cultivate a middle-aged voice
for themselves and assume a similar response from their audience. The
speaker is generally a “seulded” man, justas the reader is presumed not to
be caught in the extremes of adolescent romance, not in the throes of
religious or political despair, notincacaisis of personal identity, Many of
these premises—of maturity, urbanity, equanimity—are often catego-
rized as “classical” or neoclassical, and historical explanations abound.
But tor pedagogical purposes, the immediate problem is not one of
geneology but of generation, and in two senses of the word: 1) how to
transmit poems which are not only histoffcally but psychologically
“older” than most students, and 2) how to explain the generation of the
poems themselves in view of modern assumptions about how and why
poetry is generated.

The firsthall of the problem is notdirectly soluble, A teacher clearly
serves neither students nor Augustan poetry by saying, " You'll like these
poems better when you're 30 or 50." My own guess is that if the student is
st reading poet ¢ ar30 or 50, the statement will prove true; but it is the
kind of remark which could only sound, and probably be, condescend-
ing in the classtoom. What is potentially useful is that this problem be
recognized for what it is, a personal and psychological difference of age,
rather than solely a culwral difference of Age (as in " Age of Reason” ver-
sus “age Anxiety,” ete.). Recognizing the problem in this way will un-
doubtedly lead instructors to many different conclusions about what is
possible or desirable in adiscussion of Pope or Dryden; recognition does
not cqual a formula for success, at least not in my own experience,
though it may lead to a reappraisal of what success is. T'o the extent that
one is concerned with making Augustan poetry accessible, it seems
worthwhile 1o iry to understand what some of the barriers are likely to
be. A 19-year-old student, for example, who is emotionally preoccupied
with a search for personal authenticity may well find it difficult o dis-
tinguish playfulness from “insincerity,” rthetorical sureness from
stnugness, or artifice from callousness. (Applying Swiftian arithinetic to
my classes, ¥ would say that a 19-year-old reader is twice as likely to be
irritated by the speakers of many Augustan poems as is a 98-year-old
reader.) To admit this side of the problem is, 1 believe, at least to know
something about what the problem is not: it is not, necessarily, a faiture
of literacy o1, necessarily, a categorical — sposition to the past,

The second half of the "generation” difference takes us back to the
area o poetic occasion and the young lady's skepticism concerning the
Rape of the Lock. T'o resume the narative briefly, it is interesting that
the immediate occasion of her question was not the fact that the poem
was prompted by a feud or that it is a satire but the argument that Pope
seems to have some admiration for his characters and their glittering
world, She wound have seen the point, she said, if Pope wanted to blast
Belinda right off her barge. Bud if he didn't, . .? The premises are again
interesting, especially since the question extends heyond the matter of
satitic intent to the poet's relationship o his society. Does a question of
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this sott arise because we espect ot poets to be wholly alienated, volun-
tarily or involuntarily, but decidedly, conspicuously opposed to Those
Othersy Is therea level at which we want to believe that the poet has No
One He Can Talk To But Me? It so, Augustan poets can be highly
intitating whenever cand icis more often than not) they seem togoout of
their way o converse at vase with the society they may be opposing, Pope
rarehy seets o doubt that atl who read will understand, and Dryden
ahimost never, Pope has Atbuthnot as wellas us; in fact, he even has his
Svictims 1o talk toas well as about. Belinda is as much a partof Pope's
audience as she is of his poem. And Dryden, o take amore extrenie case,
seems wholly contident that Shadwell—ponderous dunce that he is—
will have no touble understanding Mac Flecknoe.

I'hese are not startling observations, The public, common-sense
posture of Augustan poetry has often been noted and, with varying
success, explained on historical grounds, One speaks, for instance, ofa
reaction against carlyvsseventeenth  century - obscurantism or mid-
seventeenth centory * enthusias. ¥ Histaticat explanatio, however es-
sential, typicaliy does a better job of illuminating the pastin the light ot
an catlicn past than of taking us rom Now to Then. And the latter is the
daily ckisstoom problem, Tam not urging a dismissal of intellectual
listory, or reconmmending that iterary histories be written backwards
(though one ot two might be refreshing), but simply atempting o
describe the kind ot difference which seems o exist between the
titeratar e and the students 1most care about, And o do so in terms broad
cnough to be of use to other weachers,

Pethaps two of the very broadest tenns can provide an illustration,
They are Usociety ™ and “nature.” The firstrelates directly to the problem
of poetry and audience, One is apt to notice that “sociewv' 18 a near-
iy thic enn for many contemporaty stndents—"Society says that's not
the way to do it o1 “Society drove him insane”—and one could muliis
ply examples in which the word operates as a tacit personification, con-
structions in which “Athena' or “Hera'" might be substituted withowt
radical tanstormation. What is meant, usually unconsciously, by using
“society” in this way is something like, *Those Others, as Opposed 1o
the Individual.” The word “natare” presents an analogous problem,
Never an casy word, in habitual modern use itappears increasingly to
mean a pliace where there are no people, ormore specitically, where there
ate No People Except Me.

Anyvone familiar with the Latesseventeenth and the early-cighteenth
centuny will tecognize the distance between these contetnporary images
and Augustan ideas of society and nature, But the point is not that words
like “nature’ and “sodiety' theretore need o be glossed when one is
teaching the Essay on Man, They undoubtedly do; but the differences
also take a subtler and deeper course, cutting all the way to the root of
imany unspoken premises about the ideal relationship between poet,
public, and private reader. A reader accustomed to regarding himsell
primatily as an individual and regarding poets as individuals par
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excellence—in splendid opposition to Those Others—is naturally
bewildered by much of what he finds and does not find in Augustan
poetry. [tmdy seem odd that there is so little confessional intimacy, odd
that the poet is so apparently comfortable with one foot in and one out of
his “society,” odd that poems can grow out of social accidents and still
carry a personal inevitability. All of this presents genuine difficulties for
both teacher and student. But more and more this same sense of oddness,
of real dilference, seems to offer one of the most interesting starting
points from which to hear what is meant by the voices around us and to
examine anew what John Gay called the "' Present State of Wit.”

Rutherford College
University of Kent
Canterbury, England
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Alternatives In
Teaching Vocabulary

Carol Sinnott
I tried it Perhaps you have already; and, perhaps, you have not
liked the results, either. Atan unsuspecting class, at soine undesignated
moment, changing neither tone of voice, nor expression of face, 1
produced from my lips the sound formation that comes out,
“vocabulary.” How quickly it hit; I could hear “‘yvocabulary” bounce
from blackboard to wall,..and back. How quickly my students
responded. 1 heard a symphony of moans, a shuffling of feet, a nervous
tap and a noisy tick; they became a musical ensemble tuning up for an
academic jam session. That was year number one for me as a teacher. I
asked myself quickly what I could do to overcome this massive tune out

to such an important aspect of education.

T'he major difficulty, I have learned, is not an obstinacy to the ac-
cumulation of new words, for most students want to know a lot of words,
The difficulty is their trepidations toward the grinding, grueling, and
often boring, processes inherent to the acquisition of new vocabulary
words,

I believe that our first concern, then, should not be a preoccupation
with end result, i.e., students knowing “'x” number of words, learned
through *'v"’ number of plug-in exercises, so proven by 2" number of
tests, all contained within the cover-to-cover alphabetical order in
Boring's 'ocabulary 1 1. Rather, our primary concernshould be with the
development of a creative methodology which would open closed minds
to the pleasantries of new word acquisition. The end result takes care of
itself. Not only is word acquisition more extensive, but students tend to
become excited about new words in a way which extends beyond the
classroom.

I offer to you the following methods as alternatives to some of the
traditional methods of weaching vocabulary.

REIYMING WORDS

From a-list of one and two syllable vocabulary words Gand their meanings), a studet
selects o word and thymes it with another word. He oflers a context elue to the class, who
st ascettain his thyme, .

clue rhyme thew word is dahazed)

A hsky Temale a burly girlie
draval anmmal a regal heagle
A1t ostentations sagabond . a flagrant vagrant

DROP A WORD |

1 earchet tells the class that thas isa Drope-a-Word” huy. wltich means that the teache
Lty cettanin words m mind that he will use during the class period. Any time that the
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stnddents et wnkomihar wotd thes st w e tdow . Several unnates e gevenat the
end ol the class perod tor studes o ook np then words. A gquiz s ginven pron o the end
ol the class.

MCITURE YOUR WORD

*

Fach studdent dlustiates prctonallv avocabnban wonl. prefetiably ma hunotous o
catc iy maner. Stadents can esplam amd ov post thew etfonts,

AL YOUR WORD

A student seleces a word and aces out s meanig: das isespeciallviselul when doing
s tons, s an aid m e nndestanding of subtle ditterences inconnotaton, T he acton
must elicrt the word hom s dassmates,

LEACHING FOR FESTING

Fa It student pats a diffetent vocabulany word ona Hashcard, and then heantrodaces
110 s ciranla Woseated classiates. Oue studentbegins the tound by reshowing his word;
when another shdent giees the conect meanmg, she gets westate her word, ete, Hhe obe
pectve s Joneachostudent o teach s word toas many other stadents as possible. Inotder
tor o student o get another w10 remdorce his woud, howeser, e muost lean the
mcanmgs ol the other words,

Whett miost siudentsseemn o hnow most words, students ate asked o tiheoutashectof
paper. Fach stdeut then gives s word again lon the others townte down itssmeaning, 11,
for example, 17 out ol 20 students have leamed themeanimg of “clandesine,” thet the stu-
dent who bs taughit U candestine” nnghtecen e an N or thattoutad, Very seldom hiave
| tound studenits o miss manm words. ’

INCENHIVE

b student achieves well onan nnpoitant so Wl nlary test, he mght begiven a com-
phcated, but mterestiing, loge question o do tor extra aredit,

1AM PLASH

Class isdis wded 1010 two s, Eac e hasa gronp ool thasheards with socabulary
words on them aneanmgs ate on the hacks of the cardsand, a listol the vocabuliny words
and meatnngs on the other team s Hash cads, The teams are given a dew mimites to leinn
the meanimgs ol the other tean's Hash card words Nest, team metnbers Hash then vards
and oz the other eam’s members on the meatings, Fhe tinst weam able to give the
meantigs lor all ol the other win’s words withoat eror as the lisst-round winner, Peams
eschange cards aned begin a second 1ound.

SYNONYMS

v word 1s gt on the blackboand; stdents and teachet Tistas imany ssnonvins as they
kirow 1ot the wotd. Dhen, cither acallective st is pueon the blackboard; or, the teidier
pras s Tistob sanonsins on the b ckboatd,and the siudents anfnendly o Shot it
then collective hist up,

AWORD N DAY

A pew aheabulars word s put up dailss Stadeuts ate tespontsible lor i incaning,
spediing, and promnnaation, heginning with the neet diss, Phere isaomultitude of
possibiltties for making that word sigmliciee. s ineunng might he requited to get into
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(ot omvab) chass (s o hase an alternatise o this " ponshment™); know ing the meaning of
A word naght bong wath at extit-credit anca test that is not prasnily concerned with
vacabulars; giving the cottect meanimg to @ word might allow a stadent the privilege of
not eriting out o homework assigmnent. Phe smportant points are thatany of these words

unght vhow up atany e, and that there s atetinae advantage tor the student who
hnosss the cotrect meaning,

Since year one, | have learned that vocabulary can be fun for my
students and for myself. More importantly, 1 have found that as the
methaods become more creatine, the students seem to learn a significantly
greater number of words each year,

Camden High Schnol
Utica, New York
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The Handicapped Child
In Children’s
Literature Themes,
Patterns And
Stereotypes

Batbara Holland Baskin

grossly distorted and tend to caricature,

delineated ina aeative and unconventiottal way.

son is hot “real.”
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Humanism presumes a viewpoint which embraces a conceptualiza-
non of the individual in werms ot uniqueness, striving and self-
realization which stervotypic wrnng tends to reduce. The textaal, il-
tustrative and litenary qualities of chiddren's reading maverials have been
¢ amalyzed to assay the prosentation of various minority groups to deter-
mine the frequency of omissions, distortions, inaccuracies and other
such tactors. The distnal results! of those surveys are now well known
and constitnte i deserved indictiment of the ingrained bias against
women, blacks, Indians and Mexican-Americans. The handicapped, as
a specialiced minority group. have been represented in similar ways.
The manifestation of the problems they sustain has frequently been in-
adequately. inaccutately or over-emotiottally demonstrated. In some
hooks, the “message™ is so strident that liler;}ry values fall by the
wayside. In others, the incapacities resulting from . the disability are

There ate some exceptions to this tendency, notably, Dead End
Bluff, which presents a blind boy inaealistic, vital manner, and Andy
and the Racecorrse which has as its protagonista limited child whois

Stereotyping inevitably tesults in prejudice and the imposition of
negative patterns. Repettive themes depicting rejection of the child
with special needs reinforces xenophobic attitudes and develops expec-
tations lor limited social toles. Perpetuation of this practice eventualtes
in a body of mythology that depersonalizes the individual and
minimizes the possibiiny of the development ot healthy and appropriate
attitudes of positive identification. In many cases, the differences are
presented inso alien or exotic a context that the reader becomes uncom-
tortable with the cognitive dissonance and the reader is somehow ab-
solved [ 1he need to respond to that disabled individual since that per-

Forty-five books have been selected for analysis, many of which can
be found in o middle schoot library. Initially, these were obtained from
soutces such as Kircher, and wachet's and librarian recommendations,*




Certain categories of books were antomatically excluded such as myths,
tolk tales and animal stories. Books which concentrated on minor
problems 1elating to height, cosmstic imperfections, size and other
relatively trivial issues were also eliminated. No inference should be
made that this listis complete becanse an increasing amount ot special
problem books have been appearing on dhe market.

The body of books being described is one in which a central
character, or one or more of the central characters, has a notable disabili-
ty. In some few cases, the nandicapped individual does not hold the focal
position, e.g. Simon and the Game of Chance, but nonetheless exerts a
powerful influence upon the mood or movement of the story. The dis-
abilities sustained by the characters include sensory, or hopedic,
neurological, motoric, social or intellectual difference which may
negatively atfect the functioning of the individual, limit his opt.mal
development or demand intervention in his/her life by schools,
hospitals, foster families, agencies or some other social entity. Eight
books focus on blindness, two on deafness, one combines doth these
categories, six concern themselves with emotional disturbance or social
maladjustment, four concentrate on giftedness or high or unusual abili-
ty (1), five on speech-related-problems, welve deal with illness,
neurological or orthopedic disorders and six concentrate on characters
with mild disability problems. Excluding the latter book, males (28), as
might be expected, are more often highlighted than females (16), es-
pecially in historical settings. Characters of racial minorities are oc-
casionally presented as in The Jazz Man, Child of the Arctic, Sugar Bee
and the Cay.

‘The recurrence of certain themes and structural forms is expected in
some literary genres as the folk tale. However, when certain patterns
vividly emerge in the usually freer structural forms, one begins to
suspect that these orientations represent largely unconscious, widely-
held beliefs or perceptions which have become manifest in print. No ma-
jor differences were found over the 31 year publishing period covered in
this survey,

In the literature for children and youth, there has rarely been a
character who has both a minor or cameo role and who incidentally
happens to be disabled. That is, despite their wide prevalence in the
community, they are frequently invisible in stories. If an author con-
sciously decides to have a character who is disabled, that person usually
has aservice or symbolic role to play in the story line, Elin's Amerika and
The Young Une ornsare rare examples of the incidental inclusion of the
disabled. Very-often, the exceptional character acts as a mechanism
which accelerates or catapults the majot character toward growth in self-
acceptance, insight or maturity, We frequently have little insight into
the disabled character: he. ske acts as a deux ex machina or a litmus test
for self-assessment of the non-disabled character. 4 Single Light, Cathy
at the Crossroads and Summer of the Swans are examples of this
phenometion. In some instances, the main character sustains the dis-
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ability and ths is presented as a chastening event enabling the newly
handicapped person o become more mature aml more aceepting of
other people. In The Cay and Follow My Leader, we see the imposition
of fortuitous disability as having ennobling consequences, Ina tew in-
stances, the exceprional person acts as an example o others who are also
disabled similanly ¢ The Wiech's Bat) o ditferently (Mane for Keeps).

Many of he stories were inundated with scenes of violence, These
tramnatic events sometimes generated the disability or were the sequelae
ol socitl attitudes towartd the disabled. A sampling of some of the more
graesome events include empotary blindness as a result of being
torpedoed and permanent blindness as a consequence ot a firecracker
“accident.” amputation of the hand as an actof revenge, amputation of
the tongue as an act of war and becoming blind as a result of being
assaulted. In some books, the violence, occurs after the condition of
ditference has already developed. A boy is stoned by villagers who later
attempt to burn himy (Burnush Me Bright) and in the sequel, he escapes
hotm att Gtiseceesstal assassination (Far in the Day), a retarded child is
hit by a car (Cathy at the Crosseoads), a mute oy is beatet and jarled
(Ning of the Wind). In one book, an unfortunate connotation emerges
that a boy has bevome disabled as s result of violating a religious maxim
(Johnny Tremane). In some stories, the violence is minor and the
ch wacter is sitply beaten in a physical fight (Screwball), (Henry 3). In
others, the abuse is initially voiced by the community but then rapidly
escalates itto grotesque animosity as in The Witch's Brat, A Single
Light, or Burush Me Bright. In many of the stories, the antipathy
remains at a verbal level (4 Certain Small Shepherd ). Dorp Dead potent-
ly unites both psychological and physical tauma into i tale with grisly
overtones. These incidents are listed in Table 1.

TABLE 1

FREQUENCY OF INCIDENTS OF DEATH OR VIOLENCE IN
STORIES WITH | ISABLED CHARACTERS

N=45
Incident Frequency
Verbal abuse or rejection (hy parents, teachers,

employers, oWnSPeople, Cl) 32
Parents of characters died or previously

deceased . S PP TPUTRUPRURPPPP eeerenns 17
Violent physical abuse (amputation, stoning, kidnapping,

BEAUINE, €10 )it w4
Death of minor characters (before and during story) . vt 13
FELEYESS «ovvveveire v vere s e bbb st bbb vveerenn 13
Major physical accident (car accident, explosion, ete.) .. e 10
Fighting with peers (handicapped child usually beaten, _

often rescued)......... eresren s et e g TR e 1
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Warand Killing o, 0
Death or attemipted death of aninal mentioned...ocnonnnnand
Death in childbinth e e 3

It as clear that evidence exists 1o support the assertion that the
representation of the handicapped child in literatne as well as in texts
often perpetuates semantic bias, distorts the capabilities of the disabled
by both under and overestimation ol abilities, frequently dwells on
cruclties and is excessively melancholy and punitive in tone, 1o the ma-
jorty ol the stories, the disabled child oradultis the victinof either ver-
bal or physical abuse. Esen though this character is subsequetuly
tevealed as the hero heroine o is ubltimately presented in o positive
frame of reference, the reader has experienced the disabled person being
abused, Tt seems reasonable to assume that this attitude must be rein-
forced when variations of the same event reoceur so frequently and tha
this camulative elfect must connibute to the exclusionary attitudes so
endemic to sacdiety,

. Inmany ot the books such as Child of the Aretie, the exceptional
chatacters, though ultimately developed as “good™ or heroic, are
shallow and ditiensionless and are revealed as individuals only through
the reactions of others, By conttast, some authors have created an ex.
traordinarily rich interior elabosation such as David in Silence.

A small proportion of this colfection are avowedly tracts written
TOPROMOTE UNDERSTANDING. One Lattle Carl is really a non-
hook in the sense that the story line is so patently bent to meet the
demands of proselytization that itought not properly o be considered a
hook of liction. The reader will need an emergency supply of insulinon
hand i he she wades through asaccharine pantheon of sainted sehaol
pessonnel and other unreal characters in Wheels for Ginny's Chariot.
This fatter type of story can only ultintately be counter-productive for
the disabled und non-disabled reader alike,?

T he disabled chatacter’s homne life is frequently portrayed as being
irtegular in stuaare, He she s often doubly handicapped by actual or
sytholic presentation as an orphan, Insome imstances, Fate has been es.
pecially malevolent and the disabled child has not only lost a mother,
bt has lost het in childbirth in the process of delivering a disabled child,
as in A Certarn Shepherd and A Single Candle, Many are cared for by
grandparentsy; (My Brother Stevie, Three of a Kind): by parent sur-
togates who frequently have some church affiliation: (Hole in the Wall,
The Namesake, Otto of the Stlver Hand ), foster patents: ( T'roublemaker,
Lscape to Witc h Mountamy neighbors; (Gelebrate the Morning ); nunts;
( Take Wing, Summer of the Swansy; or employers: ( Johnny T'remaine,
King of the Wind), Inother instances, family members are very suppors
tive and deeply involved with the child as in Mine for Keeps and Sugar
Bee. :
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TABLE 2

FREQUENCY OF INTACTNESS AND NON:INTACTNESS OF
' TRADITIONAL
FAMILY STRUCTURE IN LIFE OF DISABLED CHARACTER

Desciibﬁon of F amily Structure ' Frequency

Both parents usually present....., TR e 10
Both parents deceised ., i 1

One parent deceased, one parent syimbolically absentoniinnn, b

—One parent always presends the other deceased,

presumed dead o1 away coe e
Both parents il aWay oo oninsnieosneeesnsnnnon 4
Patent temparantly Tves v e 3

Both patents are away, one s presumed deceased i 2

MiSCi RPN |

The interrelationship between violence, tejection and disability are
clearcut and obvious. Occasionally, the elabotation of problems
associated with disability is developed somewhat imore subtly. The Dys-
functioning of the individual is pereeised of as willtul and deliberate ot
peritted by ignorance, powerlessness, laziness or neglect on the part of
other persons, Teke Wing und The Jazz Man illustrate this neatly. More
than hall of the books esamined include a sequence whete some
character or i mob asserts that the disabled petson "is ctazy.” This is
sometimes a preface toisolation of that person (Child of the dfctic) ot ve-
jection (Don't Take Teddy). At various times this reaction is associated
with witcharaftand is used as justification tor violence or the exile of the
petson (The Waitch's Brat, Burnash Me Bright). Sometimes the excep-
tional person uses s rejection as a defense against his peers (Dorp
Dead, A Wrokle in Tone: Note that in these stoties, as in Henry 3and
the Encylopedia Brown seties, the highly ghie child finds it more con.
venient to cotceal his het intellecrual ability o to modify it in some
wily.

Research has 1evealed i odd coincidence, taunely that the presence
of one disabled chatacter almost always insutes the oiroduction of
another. In some of the stotivs, one type of problem emerges (King of the
Wind). speechatelated problems predominate=mutism, stuttering and
harelip (presumed) and in Gathy at the Crossroads, sevetal children with
retardintion ate discussed. In others, a great vinety is presented (Johnny
Treman -, Hewde and A Single Laght), Tu the latter book, the presence of
so ity exceptiotiadities strains the reader's eredulity and borders on
offensiveness, In Three of a Kind, humot is inttoduced connecting a
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foster child, a child who doesn’tspeak and a misshapen cat named Ree-
ject. Inafew instances, the character is multiply handicapped (The Jazz
Man, Kristy's Courage). An examination of ‘Table 3 will reveal the fre-
quency ol the presence ob inultiple disabilities inother characters in this
collection,

TABLE 3

FREQUENCY OF THE PRESENCE OF EXCEPTIONALITIES
OTHER THAN
THE MAJOR EXCEPTIONALITY
N=45

Major Exceptionalities

N - .:,;
:-gégg.éi %ég”ga é i
§§§§€E§§§?EE€§“§'
Othar 55%2525;?,?53?3,, y Z
Exceptionalities ZELAC SR R[S A1 AFAL 8 2
Amputation, other 113 |1 112
Orthopedic Problems
Cerebral Palsy, Epil- 3
lepsy, ete. o N D . | ,
Deafness L | 12
Emotional Dis- 1 1!
wrbance 1. L1 1 i 1
Gilwedness, Grea- ' 214 311
Uity , ,
Mental Retardation, 11315 P4
Hliteracy ‘ , . ..
Physical Hiness, ' 1 2134111211
ete. ! . N R P B
Social Maladjustunent, ! bt 211
Criminality R | N . .
Speech Problens 1 ) 1 211
Visual Iimpairment, 511
Eye Problems N 1. N s e .
Qther I I T T P L

Unquestionably, literature can play an important tole in the identi-
ty process. This is a difficult mater for the disabled child who searches
for a character who shares some of het his attributes or for the sibling of
the disubled. When the setting is depressing, when violence, repudia-
tion, isolation, oppression and neglect are commonplace, the young
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reader must inevitably draw cerain conelusions. Conversely, when the
story is overwhelmingly cloving o1 the characters are untailingly op-
timistic, virtuous and cheerful, an unbridgeable crechibility gap
develops.

Fhe fiportance ol gond books abow the Tandae apped bs dual; it is of connge
desiable tor handwappied soungsters o find witlin books thi which they can iden-
tls. but e s cqually ampostant tor plivsically notsal childen o learn intelligentun-

- estandimg tor the handicapped. -

In enlightened schools, the mildly and moderately disabled are be-
ing welcomed o the non-special school in greater and greater numbers,
The extent of their psychological and social integration will o a large
extent be mediated by the social perceptions of their non-disabled peers,
The myths and stereoty pes nurtured by media, anecdotes, literature and

-other acculturation agents need o be shattered through discussion, as
well as through exposure to real and literary models if the disabled per-
sonis to be reliated o in terms of individual identity and not handicap.
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‘ Stlent Running. Produied by Michael Grusko, Direced by Douglas Frumbull, 90
minutes. Disttibuted by Fawvman, 329 Sglem Avenue, Dayton, Ohio 45401,

Joan Baez's song, “Regowe i the Sun* dhaws the viewer into the visual spdendor of

the Edenic garden-msspace within whic the diama of this science fiction film is played.

“pFreaman Lowell, the lilm's protagonist, is & modem Noah who atempts o preserve the

nataral envitonment in the ke ol a poltated canb's indiflerenee o his mission, Lowell,

whose shup aanties the onhy natal lite letwith whidh o refoliae the cirth, rages against

’ the synthetic existence and secure sterihin of an varth maintained in the embyyonic com.

fortol a constant 75 Fhas, when Laced with command ship ouder o desnoy the forests, he
chooses to murder his fetlow astionaats and to exist with his dreams alone o space.

Broken hom conmmmmeation with carth, cast ont, a maodetn Cain, bevond the Rings
of Satnnspeaking only with hishacimel consaence, Lowellsdisintegration takes form.
Lhe hee man is no longer free=has silent unning begms. Lowell has reached his
Childhowd's e, set the il does offer i arger hope lor hamanity:; one forest dome, maine g
ined by adione, s saved by Lowel] before he destroys himsell in aseanng nuc lear Dlast. '
Uhe linal lvnes wstine hus hope: “Gathe vour childien to voun side in thesun Tell them
iUy not oo Lares el them o lavest and rejoice T the sunc” '

Surtable lor High School lese the tilmis panticaln s relevane for Scienee Fictionand
Social Problems.

Landa C. Edison
Onconta High School
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ERIC/RCS Report:

- Techniques and |
Materials for Improving
Reading Skills in
Secondary English

by
Rodney J. Barth -

One of the objectives of the national Right to Read program is
“Every teacher a teacher of reading.” If this goal is to be realized, the
plans of high school administrators, reading consultants, and classroom
teachers will have to be supported by solid instructional procedures.
English teachers will especially need more instructional materials and
teaching techniques to develop both content and reading skills.

What many English teachers are looking for is information about
available instructional materials and teaching techniques that develop
skills to complement the reading levels of the course content. Without
the appropriate skills, the path to employment, college, and the full
humanistic development of each student may be blocked. The
traditional responsibility of the English teacher has been not only to
teach content, but also to teach the student how to learn. Translated into
contemporary terms, this means intentionally teaching content and

-skills together. Though Hemingway rewrote The Old Man and The Sea
33 times before it was finally published, the student will be frustrated
after trying to read itonce if comprehension of the book is diminished by
poor reading skills. The concerned English' teacher trying to keep the
doors of the future open for his students, not all of whom will become
literary gourmets, requires a variety of materials to meet their individual
needs,

The purpose of this article, then, is to suggest instructional
matetials that English teachets can use in the classroom to improve
students’ reading skills. The materials are divided into three sections: (N
‘Readings which discuss the concerns of content reading teachers in a
general way, citing the implications of literature reviews and research
outlining the basic and advanced skills to be applied in class activities;
(1) Materials which specify methods for improving and expanding the
student's ability to master the content of his courses; and (111) Guides
which provide goals, objectives, and guidelines for teachers to use in
planning instructional strategies, lessons, and units.
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In order to develop elfective instructional strategies, teachers need
to be aware ol which teading skills to stress in their specific content
areas. Reading in the Content Area (Lafley, 1972) contains several
chapters of particular interest to the English teacher. “Reading in
Literature: ‘The Importance of Student Involvement'” reviews research
on the relationship between reading ability and academic achievement
inditerature, and analyzes some of the reading problems peculiar to the
study of literature. A second article..”"Reading in Literature: Student In-
volvement Is Just the Beginning,” applies research findings to
classtoom instruction and provides practical suggestions for developing
relevant reading skills applicable to all genres of literature, (Skills stress-
ed for reading literature include the development of a general and
technical vocabulary, interpretation, critical reading, and comprehen-
sion of main ideas.) :

While Lalfey presents research findings as the basis for determining
instructional strategies and practices, Dechant (1973) takes quite -a
different approach. In a comprehensive statement about the reading
problems of adolescent students, he relates the principles of learning and
learning theoty to the teaching of reading, Using a linguistic orienta-
tion. Dechant guides the teacher through the procedure for developing
word recognition skills, comprehension skills, and rate skills. Although
Dechant covers more than content reading in literature, he maintains

that the English teacher is often responsible not only for teaching sym-
bols and metaphors, but for providing sulficient instruction in more
basic skills so that the student can learn social studies, mathematics, and
science. Since the skills necessary for academic success in the different
content areas do overlap, the English teacher will find this work useful
both as a general reference and as a resource [rom which to develop

lessons and units.

1

Some school systems may wish to formalize the teaching of reading
in English as well as in other subjects. Anthony (1972) prepared a study
in anticipation of such formalized programs. ‘The purpose of the study
was to develop a conceptual model which could be used by ad-
ninistrators, consultants, and teachers to implement programs to ime«
prove reading instruction in secondary schools. Ten goals were deter-
mined and placed in an open-ended opinionnaire, Principals, teachers
of reading, and content area teachers from 74 Arizona secondary schools
were asked to express agreemnent or disagreement with the validity of the
goals and to identify those forces they felt were helping or hindering the
attainment of the goals. ‘The conceptual model developed from a syn-
thesis of the data contained %)articularly noteworthy implications con-
cerning the contributions of content area teachers to reading instruc-
tion. ‘The results of this and other studies, combined with the national
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Right to Read eftort, further underline the English teacher's important
role in improving student reading skills.

One school which already has an operational program in content
reading is the University of Chicago Laboratory School. Robinson and
‘Thomas (1969) edited a volume which describes the development of the
program [rom its inception through its present state as a viable method
of teaching reading skills in the content courses. Eleven teachers provide
insights into how a teacher in his own content area can upgrade his
students’ reading, and an administrator and reading consultant at the
school relate how they support the reading effort. For English teachers
who may wish to know more about the role of the administrator and the
reading consultant in such a program, several other topics of concern are
also examined. These include what approach to use in Engliséh, reading
skills common to this specific subject area, the conditions for critical
reading, and the ideas for vocabulary enrichment.

While the importance of know how to determine which skills to
teach and how 10 develop such « program cannot be stressed enough,
teachers must also have methods and materials available for purposes of
instruction. In their followup to the Chicago Laboratory School
program, Thomas and Robinson (1972) presented some of the successful
methods and materials for teaching reading thatare of special interest to
English teachers. Such methods include building vocabulary and word
attack skills, improving comprehension, developing flexibility in
reading rate, and fostering reading skills for problem solving and topic
development while studying literature. The course content and the basic
skills for studying literature are equally emphasized.

Cleatly, the responsibility of the teacher is to show the learner what
is required of him. To do this, both the nature of the skills and the
process of acquiring them need to be stressed. In keeping with this view
Herber (1970) presents additional inethods and materials which English
teachers can use to help their students develop the reading skills
necessary to understand their subjects on a level commensurate with
their mental capabilities. This highly prescriptive handbook describes a
framework for teaching reacling skills, while shifting the responsibility
for learning to the student. In this context, Herber covers such aspects of
content reading as levels of comprehension, reasoning beyond reading,
and technical vocabulary and language development.

For the English teacher, whether teaching basic reading skills or
more refined critical thinking skills, the major objective is still the ex-
pression of ideas. Shepherd (1973) emphasizes specific and practical
methods a teacher can use to fuse reading skills and content and to spark
communication in literature and language arts. In a chapter entitled
“Applying Reading Skills to the English Class,” Shepherd states, ‘“The
goals of language arts are basically the same as those of education in
general, since language and communication are intrinsic to all
curricula” (p. 169). Therefore, Shepherd shows how reading skills can
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be incorporated mto almost all subject areas, with the discipline of
English receiving particular atention. He incdudes general guidetines
Lor lessons, steps tor an Englisivunit, and ways to individualize instrue-
tion. Ss o -

i

For wachers who are already familinr with the literawre on
teaching reading inthe English classroom and have numerous materials
and methods but do not vet have a formal plan for instruction, the
following resources may prove uselul, Working Draft for Guidelines for
the Teaching of Reading in the Content Areas (1971) presents general
guidelines for teaching reading in content area classroom and includes
specific suggestions tor English. The guidelines are ‘intended o
familiarize teachers with a critical arca in which they can help in
developing reading skills. Teachersare expected to be masters of the sub-
ject matter, to be awate of students” needs in reading, to attempt to
motivate and instract students in reading at their individual levels, and
10 be familin with common reading and kinguage terminology and
sonrces of imtormtion. Sample lesson plans are included for English,

Another guide which should prove helpful is A Reading Skills
Grade for Use m the Content Areas at tie Junior and Senwor High -
School Level (1971, This guide, designed for use by content area
teachers in their work with students who have minor reading dif-
ficulties, contains a number of assessiment techniques as well asa variety
of approaches and suggestions tor teaching. Uhe study guides are
developed atound a topic tor a specific area, are complete in themselves,
and are ready tor the wacher 1o use whenever appropriate. Materials in-
Aude eaching ideas tor impros ing reading comprehension, study skills,
and vocabulary., )

For wachers desiting more specific instructional materials, course
guides and waching guides o specific reading problems in English are
alvo available. Campbell (1971 developed a teaching guide designed to
assist high school students who have not achieved mastery of decoding
skills., In CGampbetl's approach, students learn to deal systematically
with the basic word pattern of Exglish and to analyze the structure of
word pairing, morphology, roots, prefixes, suffixes, and derived inflec-
tional forms. Additional eimphasis is given to instruction in the use of
redundancies and identitication of previously unknown words, and in
verifving word meanings that are modified by context clues.

In a teaching guide by Heimbuch and Moote (1971) for students
who have command of basic skills, more advanced skills and varied
materials are taught in a course emphasizing reading rate, The course is
primarily designed 1o wach students how to select reading materials at

“their reading levels, detertnine their reading rates, and adapt reading
pace to vatious kinds of materials depending on the type of information
sought. Insttuctional objectives, rationale, teaching strategies, learning
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activitios, and resontce materiads are outlined in detail, and a list of
matterials used i the conrse is indluded.

Another soutce available e classtoom wachers is the Instructional
Objectives Exchange (10X, The 10X collected objectives and measure-
ment items based upon curricaliar material either submitted by teachers,
schools, and school districts, or geneteyd by the 10X swff, Reading, 7-
12 (1972) contains 93 objectives and related evaluation itemns for im-
proving reading skills. The objectives are organazed first by grade level
and then into the categoties of comprehension, study skills, and word
recognition. Three elements-=the objective, measurement items, and
the means of judging the adequary of student responses—are stated in
operational terms and identified by a category and subcategory which
serve to limitand define them, Specific answers to the sample measure-
ment questions or criteria for judging the adequacy of students’
responses are provided. :

The last word in instruction is, of course, evaluatiort. While the
10X provides some means of evaluating student learning, Viox (1968)
includes a plethota of evaluation echniques. Evaluation procedures in-
clude standardized reading tests, teacher-made informal reading tests,
inventories of reading and study skills, interest inventories, and teacher
observation. Suggestions are made and samples are shown f{or the
development ol informal reading tests and inventories in content sub-
jects. Uses of classtoom evaluation results are described for lesson plan-
ning, student motivation, studentunderstarding, intrafaculty consulta-
tion, and teaching techniques lor use with students having reading dif-
ficulty,

With the inaeased emphasis on reading in the content area of
English, teachers can turn to the ERIC system, the source of the
preceding intormadion. For additional materials and techniques that
will fulfill specific instructional needs, teachers are invited to peruse
Research in Education (R1E) and Current Index to Journals in Educa-
tion (GLIE) under the following thesaurus terms: Content Reading,
English Instruction, Curriculum Guides, Critical Reading, Instruc-
tiomal Materials, and Secondary Education, '

USING THE ERIC SYSTEM

e ERIC Glearmghouse on Reading and Communication Skills is sponsored by the
Natonal Gounal of Feachers of Enghsh in cooperation with the Nanjonal Institute ol
Educnon, US. Department of Heahly, Fducation, and Welfare, ERIC s objective isto
heep edacators informed about canent deselopments ineducation, Information
collected by the ERIC Cleanmghouse on Reading sind Commumication Skills and the
other ERICG Gleatingliouses Gin be ondered iom the ERIC Docament Reproduction
Service (EDRS), PO Bos 190, Ailington, Virginga 22210, For completeordering iifor
nunon consult the monthly issues of Resources in Education (RIE) or contact the
F RIC Clesuinghouse on Reading and Communication Skills, HIT Kenyon Road, Ur-
baw, Hlinows 61801, Documents with ED numbers are indexed in Resources in Educa-
fon. Phose with F] mambers ate indesed in Current Index to Journals i Education
(CHEYL And those with GS nunibers are recently acquired materials; ED or EJ numbers
will soon be assigned.
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“But, Teacher . LS
(A Satirical Tribute
to a Teacher)

By David Vallelunga

To understand a saudent,

You must be a certain type; : .
Your hearing should be perfect; 1
All you hear is gripe, gripe, gripe,

To understan:1 a student,

You must possess a special charm;
Your temper should be zero;

There should be no cause for alarm.

‘T'o understand a student,

You must be a certain kind,

Have an aptitude for reading lips,
And have a very cunning mind.

1o understand a student,
And understand him well,
You cannot be too punctual;
Who catres about. the bell?

T'o understand a student

You surely cannot say,

“Your spelling word is 'malf€asinee,’
Spell it right today.”

Now, it's been a long, hot summer,
And all of us forget,

Spelling words and parallels,

Verb tense and predicate.

When you understand a student
Don't just sit there, in 4 stupor;
Come out and say, "'l understand”
And then we'll think vou're super!

David Vallelunga, 9th Grade
Schenendehowa Middle School B
Elnora, New York 1206,

Mr. Edward 'I'. Hughes, Teacher
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